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ABSTRACT
This study investigated the effect of ebooks as a tool for providing small group reading
interventions and independent reading practice to second grade readers in the classroom.
A quasi‐experimental, pretest‒posttest, non‐equivalent control group design was used to
compare whether instructional reading environments (ebooks only, traditional books only
or both ebooks and traditional books) effect reading level, and attitudes towards reading,
while a posttest only non‐equivalent control group design was used to measure reading
behaviors of second grade students. A convenience sample of 88 English speaking
students, at a rural, public elementary school in Southern Michigan participated. Reading
level was measured by the Developmental Reading Assessment 2® (DRA2®) measuring
independent reading level. Data was also collected utilizing the Elementary Reading
Attitudes Survey (ERAS) a 20 minute group assessment containing 20 questions to
determine participants’ reading attitudes. Self‐report reading logs were used to
determine reading behaviors. The experimental groups consisted of second grade students
from three of the four second grade classrooms, while the control group participants were
students in the remaining classroom. Reading level and ERAS data were analyzed using
ANCOVAs to compare the four groups with pretest scores providing statistical control,
while one between‒groups ANOVA assessed reading behavior. The results of the study
revealed instructional reading environment effected reading levels and reading attitudes,
but did not influence reading behaviors.
Keywords: Cognitive load theory, working memory, Social cognitive theory, zone of
proximal development.
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CHAPTER ONE: INTRODUCTION
Ebooks offer educators and students an additional format for reading. Ebooks
have the potential to support or enhance learning; however, empirical studies of ebooks
as an instructional tool with transitional readers in different instructional reading
environments are lacking. This study investigated ebooks as an alternative reading
format to traditional print books in four instructional reading environments: (a) ebooks
only in both instruction and practice, (b) ebooks during instruction, with a choice of
ebooks and traditional books during practice, (c) traditional books during instruction,
with a choice of ebooks and traditional books during practice, and (d) traditional books
only in both instruction and practice.
Teaching reading is a primary focus for elementary educators and administrators.
A foundational skill for school-based learning, reading is critical to future academic and
vocational opportunities (Lesnick, Gorerge, Smithgall, & Gwynne, 2010). Yet, according
to the National Assessment of Educational Progress (NEAP) report, sixty‐six percent of
fourth graders in the United States are reading below a proficient level (National Center
for Education Statistics, 2013). Educational efforts have been made to address this issue
as research has indicated that students reading below grade level in third grade continue
to struggle throughout their academic activities (Francis, Shaywitz, Stuebing, Shaywitz,
& Fletcher, 1996) and are more likely to be unemployed or earn incomes below the
poverty level than students reading at or above grade level (Kutner, Greensberg, Boyle,
Hsu, & Dunleavy 2007). Recognizing the need to increase reading levels and to reduce
the achievement gap by end of third grade, the United States Department of Education
adopted the No Child Left Behind Act of 2001 (NCLB) to guide educators. An
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additional critical component of NCLB for educators is the Enhancing Education
Through Technology Act of 2001 (EETT), designed to assist every student in becoming
technology literate by the end of eighth grade (Enhancing Education Through
Technology Act of 2001, 2002).
Long-term effects of reading ability outcomes and policies requiring technology
integration have increased the purchase of technology tools such as mobile devices in the
K‒12 school systems (Gray, Thomas, & Lewis, 2010). However, evidence indicating the
effectiveness of reading on mobile devices in different instructional reading environments
is needed. In the 2012 Horizon report, Johnson, Adams, and Cummins (2012) suggested
tablets as an alternative learning format to print materials for K‒12 institutions and
described them as ideal devices for learning because of their portability, display, and
touch screens. In particular, Johnson, Smith, Willis, Levine, and Heywood (2011)
projected widespread ebook adoption within one year or less due to the increased access
to mobile devices, suggesting the potential of ebooks to transform the reading experience.
As adoption of ebooks read on personal hand held devices increases in K‒12 classrooms,
examining how this reading format affects the learners’ reading levels, reading attitudes,
and reading behaviors in different instructional reading environments is imperative. As
reading acquisition is not an innate ability but a complex learned process (Dehaene &
Cohen, 2007), researchers and educators search to discover the most effective reading
practices and tools to teach reading. Chapter one will provide background information
for understanding the importance of learning to read and the influence of ebooks on
reading within the school setting. In particular it will focus on ebook potential,
emphasizing the need to investigate ebook influences on reading achievement, reading
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attitudes, and reading behaviors in the classroom. The remainder of chapter one is a
theoretical framework guiding the research and a brief overview of the research plan,
identification the problem, research assumptions, and limitations.
Background
Importance of Learning to Read
Learning to read is not an innate ability (Dehaene & Cohen, 2007). Although
most children are born with the biological brain structures that will mature and develop
allowing them to learn how to read, they do not intrinsically know how to read (Frey &
Fisher, 2010). Therefore, learning to read is a complicated process requiring active
involvement on the part of the learner (An, 2013).
Central to reading progress is the development of reading proficiency. Prior to
the end of their third grade year, most children are transitioning from learning to read to
reading to learn (Armbruster, Lehr, Osborn, & Adler, 2001). Following this transition,
readers are expected by education systems to continue developing higher levels of
reading proficiency to master the increasingly difficult subject content (Lesnick et al.,
2010). For decades, researchers have suggested that literacy proficiency is a critical
factor of academic, social, and economic success (Foster & Miller, 2007; Kaniuka, 2010;
Kutner et al., 2007; Snow, Burns, & Griffin, 1998). Directly related to literacy
proficiency is the reader’s ability to read text fluently. The National Reading Panel
(2000) stated that fluency is a basic component in reading comprehension, as both
fluency and comprehension are necessary indicators of individual reading level.
Reading attitude is another factor that influences academic performance (Allen,
Cipielewski, & Stanovich, 1992; Askov & Fischbach, 1973; Kaniuka, 2010; Martinez,
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Aricak, & Jewell, 2008) and is related to reading behaviors (Allen et al., 1992; McKenna,
Conradi, Lawrence, Jang, & Meyer, 2012; McKenna, Kear, & Ellsworth, 1995).
Researchers have shown that attitudes toward reading develop over time, tending to be
more positive in younger children, decrease with age, and are related to the level of
reading competency (McKenna et al., 1995). Understanding how ebooks on personal
devices can be utilized in different instructional reading environments and can affect
reading behaviors and attitudes is essential for helping educators in their quest to enhance
instruction through technology integration.
The Influence of Ebooks on Reading
Technology's rapid growth over the past few decades and educators' increased
interest in ebooks as an alternative to traditional books has raised questions regarding the
potential influences ebooks may have on reading. Electronic books can be traced back to
Project Gutenberg in 1971, when Michael Hart created the first ebook (Lebert, 2005).
These early e‐texts provided a new reading format, creating a different instructional
reading environment from which individuals could access reading materials. In the
1990s, ebooks on CD‐ROMs delivered on desktop computers became the ebook format
used in the classroom (Broderbund, 2012; Chesser, 2011). These early ebooks offered
animated features capturing an individual's interest by providing options to read the story,
listen to a narrated version, activate hotspots to make these books come alive, and turn on
games options (Matthew, 1996). Educators readily exposed students to these electronic
versions of popular children’s literature with very little information regarding how
ebooks affect literacy development (Hallstrom & Gyberg, 2011; Norris, Sullivan, Poirot,
& Soloway, 2003; Reinking, 1997).
13

Books read in electronic format are different than traditional print books. The
electronic reading format or ebook format changes the nature of reading, altering
acquisition of fundamental skills such as word recognition and comprehension (Ertem,
2010; Felvégi & Matthew, 2012). In an effort to provide critical information to educators
and policy makers regarding effective ebook integration in the classroom, researchers
have been exploring various features, qualities, and instructional approaches. Mixed
results indicated that ebooks have the potential to positively (Doty, Popplewell, & Byers,
2001; Korat & Shamir, 2012; Matthew, 1996; Pearman, 2008) and negatively (de Jong &
Bus, 2002; Labbo & Kuhn, 2000; Shamir & Korat, 2006) influence literacy development.
Benefits revealed by researchers suggested that CD‐ROM ebooks provided
immediate help to the reader (Doty et al., 2001; Pearman, 2008) and increased reading
comprehension (Doty et al., 2001; Korat & Shamir, 2012; Matthew, 1996; Pearman,
2008). These multisensory formats supported the process of constructing meaning and
enhanced literacy development when assistive features, such as narrations, sound effects
(Oakley & Jay, 2008; Pearman, 2008), highlighted text, repeat capabilities, and game
modes (Shamir & Korat, 2009) were congruent with the text (Ertem, 2010; Matthew,
1996; Pearman 2008). In addition, when using ebooks, the reader’s ability to control
assistive features to support meaning construction has been documented as a benefit over
traditional books (Lefever-Davis & Pearman, 2005). An example is the narrative
assistive feature, which can assist a reader with unknown words, providing minimum
interruption to comprehension processing, reducing cognitive energy required by
decoding (Lefever-Davis & Pearman, 2005).
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The use of congruent assistive features has been noted to support literacy
development. Researchers have revealed that independent use of CD‐ROM ebooks with
congruent features provided similar reading comprehension results as traditional books
read out loud by an adult (de Jong & Bus, 2004; Korat, 2010; Korat & Shamir, 2007)
with superior results for ebooks used along with adult guidance (Korat, Segal-Drori, &
Klein, 2009). However, the proficiency level of the reader impacted which skills were
enhanced through the ebook environment (de Jong & Bus, 2002; Korat et al., 2009; Korat
& Shamir, 2008). Supported by Sweller’s (1988, 2010a) cognitive load theory based on
the idea that cognitive capacity in working memory is limited, assistive narrative features
help students reduce working memory load, thus allowing more working memory to
process meaning for better comprehension (Pearman, 2008). Results regarding assistive
features of ebooks were further supported with Vygotsky's (1978) theory of zone of
proximal development (ZPD). Ebook features may provide scaffolding, allowing
students opportunities to acquire new knowledge that was not possible when they read
traditional texts independently.
Researchers have also found that ebooks may have detrimental effects on reading
development. Features such as illustrations, games, and animations that are incongruent
to the reading task can reduce comprehension (de Jong & Bus, 2002; Labbo & Kuhn,
2000; Shamir & Korat, 2006). Such features were reported to distract readers, possibly
delaying literacy development (de Jong & Bus, 2002; de Jong & Bus, 2003; Labbo &
Kuhn, 2000; Matthew, 1996; Roskos, Burstein, You, Brueck, & O’Brien, 2011; Shamir
& Korat, 2006). Simultaneous activation of multimedia features may also negatively
influence comprehension (de Jong & Bus, 2003). In addition, ergonomics play a critical
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role in reader satisfaction when reading ebooks, possibly affecting literacy (Dockrell,
Earle, & Galvin, 2010; Dundar & Akcayir, 2012; Woody, Daniel & Baker, 2010).
The type of electronic reading format may impact its effect on literacy
development. The electronic reading format in previous studies generally utilized CD‐
ROMs on desktop computers providing limited access to electronic text and to
appropriately leveled materials (Doty et al., 2001; Matthew, 1996; Pearman, 2008). This
instructional reading environment created using CD-ROM ebooks is different than the
instructional reading environment ebooks read on hand held devices such as iPad can
create (Bayliss, Connell, & Farmer 2012). Yet, ebooks provided on hand held devices
maintain access to the qualities identified by researchers as positively influencing literacy
development, while potentially reducing factors that made CD-ROM ebook reading
ergonomically difficult (Dundar & Akcayir, 2012). In a qualitative case study, Larson
(2010) observed second grade reader literacy practices on hand held devices. Participants
were found to engage with ebooks using features such as text to speech and text size
adjustment allowing them greater control over their reading needs compared to traditional
books. In addition, educators reported that when students read ebooks on hand held
devices, they observed positive changes to students’ reading behaviors, comprehension
skills, and reading attitudes.
Educators require further research on ebooks read on hand held devices. The
research available offers foundational information that ebooks have the potential to
provide equivalent and/or enhanced literacy opportunities for young readers (de Jong &
Bus, 2004; Korat; 2010; Korat et al., 2009; Korat & Shamir, 2007). Hand held reading
devices have the potential to overcome some of the disadvantages, such as instructional
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efficiency and lack of accessibility, previously reported with ebooks read on desktop
computers (Dundar & Akcayir, 2012).
The effect of ebooks on literacy development may also be connected to the level
of the reading materials. While the importance of reading individually-leveled literature
to improve reading level has been suggested for decades (Allington 2005; Clay, 1991;
Cunningham et al., 2005; Fountas, & Pinnell, 1999; Pinnell & Fountas, 2009), previous
studies exploring the effects of ebooks on reading skills have primarily focused on titles
that were age appropriate (de Jong & Bus, 2002; Doty et al., 2001; Korat, 2010; Korat et
al., 2009; Korat & Shamir, 2007, 2008; Labbo & Kuhn, 2000; Pearman, 2008). With
sixty-six percent of fourth graders reading below a proficient level (National Center for
Education Statistics, 2013), students reading below level must have opportunities to read
comfortable text or they may become frustrated, while above grade level readers need
text that will stimulate growth and engagement (Fountas & Pinnell, 1999). More
specifically, to assist accuracy and comprehension, reading materials should be provided
to students at their instructional reading levels with adult guidance or their independent
reading levels without adult guidance (Pinnell, & Fountas, 2009). Investigating the effect
instructionally-leveled ebooks have on reading level may provide information to
educators to help students read at grade level by the end of third grade.
Currently, many ebook options are available. Often for young readers, ebooks are
digital versions of children’s literature published in electronic format. Although the page
presentation looks similar to traditional books, these ebooks offer integrated multimedia
features such as animations, music, narrations, illustrations, and sound effects (de Jong &
Bus, 2003; Labbo & Kuhn, 2000). Ebooks offered on ©Raz‐Kids (http://www.raz-
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kids.com/) provide access to hundreds of leveled books. As researchers have indicated,
matching the reading levels of the text with students’ reading levels is necessary for
planning effective instruction (Allington, 2005; Stange, 2013). Students have the option
of listening while reading or reading on their own with the ability to record and listen to
their reading. As comprehension depends on fluency, assistive congruent features of
ebooks may provide scaffolding and a reduction of working memory load (Ertem, 2010).
The highlight feature highlights phrases with a secondary color illuminating individual
words as they are read. Text can be enlarged to meet the student’s needs and pages can
be turned by swiping a finger across the page in a right to left motion. At the end of the
story, students have the option of returning to the beginning to listen or to read the story
again or returning to the login page to select another title. To check for understanding,
students can choose to activate a series of story comprehension questions to answer. In
this study ebooks are defined as electronic text software with animation, mp3 narration,
sound effects congruent with the text, highlighted text features (Roskos, Brueck, &
Widman, 2009), and an option to check for understanding.
In part, the enhanced interest in ebook use for reading instruction can be
connected to governmental mandates. As part of NCLB, the Enhancing Education
Through Technology Act of 2001 (2002) increased educator and researcher interest in
developing a better understanding of the methods for utilizing technology to improve
student academic growth and higher achievement. The Enhancing Education Through
Technology Act of 2001 (2002) required educators to utilize technology to improve
student academic growth and achievement. According the International Reading
Association’s (IRA) (2009) position statement, literacy educators are responsible for
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integrating twenty‐first century technologies into the curriculum to prepare students for
the future.
Advancements in ebook development and hand held devices are changing the
instructional environment. As evidenced by research (de Jong & Bus, 2004; Korat; 2010;
Korat et al., 2009; Korat & Shamir, 2007), CD‐ROM ebooks’ effects on young readers
have been actively pursued while fewer researchers have focused on ebook reading on
personal devices such as iPads. Ebooks on hand held devices have the potential to unveil
new teaching and learning possibilities (Larson, 2010). As learning new information
must be processed in working memory, working memory is affected by load not
necessary to learning (extraneous cognitive load) (van Merriënboer& Sweller, 2005).
The presentation of new information utilizing ebooks may reduce the extraneous
cognitive load that weakens problem solving (Srivastava & Gray, 2012; van Merriënboer
& Sweller, 2005).
The movement toward reading on personal devices has been on the rise since
Amazon Kindle was introduced in 2007, followed by devices marketed by Barnes and
Noble, Apple, and Sony (Jones & Brown, 2011). Access to ebooks in K‒12 classrooms
is now more efficient than in the past, possibly affecting how students choose to read.
Johnson et al. (2011) predicted and emphasized the significance of the mobility of hand
held devices and ebooks’ influence on teaching and learning. Furthermore, Hasselbring,
Goin, Taylor, Bottge, and Daley (1997) reported that embarrassment when reading aloud
or selecting appropriately leveled books was a critical component influencing reading
engagement. Thus, reading ebooks on hand held devices may provide a more personal
environment, affecting the readers’ attitudes and behaviors (Larson, 2010), as attitudinal
19

and behavioral changes are more effectively accomplished through conditional changes
that foster the desired behavior (Bandura, 1986).
Theoretical Basis
The theoretical bases for this research examining reading levels, reading
attitudes, and reading behavior are the perspectives of cognitive load theory and social
cognitive theory. These two theoretical perspectives provide support for technology to
support literacy development, particularly through the use of ebooks on hand held
devices. More specifically, ebooks on hand held devices may support (a) reading level,
(b) reading attitudes, and (c) reading behaviors.
Cognitive load theorists have posited that human cognitive architecture consists of
a limited working memory that interacts with a comparatively unlimited long‐term
memory (Leahy & Sweller, 2011; Paas, Tuovinen, Tabbers, & Van Gerven, 2003;
Sweller, 1988, 2011). On its own, working memory has serious capacity and duration
limits that allow for the processing of minor cognitive activities; however, these
limitations are eliminated when working memory interacts with cognitive schemes (Paas
& Sweller, 2012). Depending on the schemas of the readers, material that is complex for
one individual may be simple for another (Sweller, 2010b). When extraneous cognitive
load exceeds working memory capacity, meaning breaks down for the reader (Sweller,
2010b). The opportunity to build fluency through highlighting phrases and individual
words, in alignment with Vygotsky’s (1978) ZPD, may provide the reader with the means
to co‐construct meaning through interaction with the materials, thus supporting the
development of the reader’s schemas. Likewise, it is possible that the features of ebooks
presented in the learner’s ZPD may serve to scaffold learning to support the readers’
20

actual development level and their potential developmental levels (Abdullah, Hussin,
Asra & Zakaria, 2013). These assistive features do not exist in traditional books, leaving
the reader to access assistance from another individual or to move on without support.
Social cognitive theory and Bandura’s (1986, 1999) emphasis on triadic
reciprocal determinism are the theoretical bases for examining reading attitude and
behavior in this study. Bandura (1986, 1999) posited that the environment influences
thoughts and behaviors as well as that thoughts and behaviors impact the environment.
Attitudinal and behavioral changes are best accomplished through conditional changes
that foster the desired behaviors (Bandura, 1986). Utilizing mobile devices affords a
personal and authentic learning and a behavioral experience for the learner different from
that of the traditional learning environment (Shapley, Sheehan, Maloney, & CaranikasWalker, 2010). Thus, the readers’ attitudes may be influenced by the readers’ behavioral
changes from the ebook instructional reading environment. Ebooks on personal devices
have the potential to provide a private, individualized reading experience influencing the
reader’s willingness to spend time reading. This change in reading behavior can lead to
increased comprehension, potentially influencing the readers’ attitudes toward reading.
Ebooks have the potential to influence learning outcomes. However, prior to the
use of ebooks for reading instruction continues in K-12 classrooms, more evidence
regarding their effect on reading level, behaviors and attitude is necessary.
Problem Statement
The problem addressed in this study was lack of information about the
effectiveness of ebooks to support independent reading level, reading attitudes, and
behaviors of second grade students. Ebooks read on a hand held device provide a
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different experience than text read on stationary computers, laptops, or traditional books
read independently or with others (Bayliss et al., 2012). In an effort to have all children
reading at grade level by third grade (No Child Left Behind, 2002) and to utilize
technology to support academic achievement (Enhancing Education Through Technology
Act of 2001, 2002), researchers and educators have worked to discover the most effective
instructional practices, classroom environments, interventions, and materials to achieve
maximum reading growth (Begeny, Krouse, Ross, & Mitchell, 2009; Fletcher & Vaughn,
2009).
The lack of information about the effect of ebooks on reading level is a problem.
Reading level is especially important as a key indicator of future academic success
(Francis et al., 1996) and life‐long achievement (Kutner et al., 2007). Savage and Carless
(2008) suggested reading outcomes improve with early targeted interventions and provide
sustained results. However, even with targeted interventions during the first two years of
formal education, students remain behind in second grade (Begeny et al., 2009) with 66%
of fourth graders achieving below a proficient level (National Center for Education
Statistics, 2013).
Additional problems addressed in this study were participants’ attitudes towards
reading and their reading behaviors in a digital environment. Although research has been
completed on the relationship between reading attitude and achievement (Allen et al.,
1992; Askov & Fischbach, 1973; Kaniuka, 2010; Kush, Watkins, & Brookhart, 2005;
Martinez et al., 2008; McKenna et al., 1995) as well as on the relationship between
reading behavior and reading achievement (Leppänen, Aunola, & Nurmi, 2005; Wasson,
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Beare, & Wasson, 1990), few studies exist that have focused on the influence of ebooks
on reading attitude and behavior for second grade readers within the classroom.
Purpose Statement
The purpose of this quasi‐experimental, pretest‒posttest, non‐equivalent control
group study was to determine if a statistically significant difference existed in
independent reading levels when using ebooks versus traditional books. The secondary
purpose of this study was to determine if a statistically significant difference in reading
attitude existed when comparing ebooks to traditional books. A posttest only non‐
equivalent control group study was used to determine if a statistically significant
difference existed in reading behaviors when utilizing ebooks versus traditional books
(Creswell, 2009). A convenience sample of 88 second grade students in southern
Michigan served as the sample for this study. The independent variable was the type of
book used to create an instructional reading environment. Students were assigned to one
of the following reading environments: (a) ebooks only in both instruction and practice,
(b) ebooks during instruction, with a choice of ebooks and traditional books during
practice, (c) traditional books during reading instruction, with a choice of ebooks and
traditional books during practice, or (d) traditional books only in both instruction and
practice. The dependent variables were defined as student independent reading level,
reading attitude, and reading behavior. Since early successes in reading acquisition are
predictors of future academic success (Cunningham & Stanovich, 1997), developing a
better understanding of how ebooks influence reading level is important. Reading level
was measured by the Developmental Reading Assessment® (DRA2®) composed of
accuracy, fluency and comprehension scores (Beaver & Carter, 2009). In addition,
23

reading attitudes play an important role in reading engagement and are related to reading
achievement (Petscher, 2010), making reading attitudes a key factor to this study. The
Elementary Reading Attitudes Survey (ERAS) measured reading attitudes, consisting of
academic and recreational reading scores that yield a total reading attitude score
(McKenna & Kear, 1990) Finally, time spent reading has been correlated to reading
achievement (Allington, 2007), making time spent reading a critical variable in this
study. Self‐report reading logs were utilized to assess the dependent variable, reading
behavior.
Significance of the Study
The current research represents a study essential for future adoption of ebooks for
reading instruction in the elementary classroom. Mandates from NCLB and Enhancing
Education Through Technology Act of 2001 (2002) have elementary educators and
researchers interested in the integration of technology to enhance instruction. To meet
the mandate to integrate technology, educators have included ebooks to support reading
although research indicating ebooks’ effectiveness at different levels of literacy
development is lacking. Particularly important to this study was the presentation of
ebooks on hand held devices offering a new instructional reading environment for
students. As literacy experiences prior to third grade are critical to the learners’ future
academic success, the widespread use of ebooks as an instructional tool is dangerous
without guidance gleaned from research results.
This research adds to the current knowledge base as the instructional reading
environment of ebooks on hand held devices is largely absent from past research. Studies
on the effect of ebooks on early literacy skills have focused on stationary computer ebook
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encounters (Doty et al., 2001; Korat & Shamir, 2012). As school systems and educators
move towards the use of more technology in their pedagogy, this study contributes to
knowledge regarding ebook implementation. To date most research utilizing ebooks has
focused on beginning, emergent literacy reading skills and comprehension (de Jong &
Bus, 2002; Korat et al., 2009; Korat & Shamir, 2008). Segal-Drori, Korat, Shamir, and
Klein (2010) have recommended expanding studies to second graders at different levels
of literacy acquisition with adult support. This research provides information addressing
a gap in the literature by using second grade readers, with transitional reading skills as the
target population.
Determining the effect of ebooks on reading attitudes contributes information to
the gap in the literature. Several authors have suggested that attitudes towards reading
effect the readers’ academic performances through their influence on reading behaviors
(Allen et al., 1992; Askov & Fischbach, 1973; Kaniuka, 2010; Martinez et al., 2008).
This study addressed the need to explore the inconsistent findings about the correlation of
reading attitude to reading behaviors (Guthrie, Wigfield, Metsala, & Cox, 1999; Kush et
al., 2005: Wigfield & Guthrie, 1997), while expanding knowledge about reading attitudes
to the digital environment. Furthermore, connections to pedagogical practices regarding
learner choice might be increased if research can shed some light on the influence ebook
access in the classroom has on reading attitude and behavior.
Research Questions
R1: Does a statistically significant difference exist in reading level scores among
the instructional reading environments, i.e., (a) ebooks only in both instruction and
practice, (b) ebooks during instruction, with a choice of ebooks and traditional books
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during practice, (c) traditional books during instruction, with a choice of ebooks and
traditional books during practice, and (d) traditional books only in both instruction and
practice) while controlling for pretest scores?
R2: Does a statistically significant difference exist in reading attitude scores
among the instructional reading environments, i.e., (a) ebooks only in both instruction
and practice, (b) ebooks during instruction, with a choice of ebooks and traditional books
during practice, (c) traditional books during instruction, with a choice of ebooks and
traditional books during practice, and (d) traditional books only in both instruction and
practice) while controlling for pretest scores?
R3: Does a statistically significant difference exist in reading behavior among
conditions based on the medium in which second grade readers receive reading
instruction, and read independently and for practice as related to the four reading
environments of (a) ebooks only in both instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and traditional books during practice, (c) traditional
books during instruction, with a choice of ebooks and traditional books during practice,
and (d) traditional books only in both instruction and practice?
Null Hypotheses
H01: A statistically significant difference will not exist in reading level scores as
measured by the DRA2® assessment among the student instructional reading
environments: (a) ebooks only in both instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and traditional books during practice, (c) traditional
books during instruction, with a choice of ebooks and traditional books during practice,
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and (d) traditional books only in both instruction and practice while controlling for
pretest scores.
H02: A statistically significant difference will not exist in reading attitude scores
as measured by the ERAS assessment among the student instructional reading
environments: (a) ebooks only in both instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and traditional books during practice, (c) traditional
books during instruction, with a choice of ebooks and traditional books during practice,
and (d) traditional books only in both instruction and practice, while controlling for
pretest scores.
H03: A statistically significant difference will not exist in the reading behavior
scores as measured by the total minutes spent (a) pleasure reading in school, and (b)
reading assignments in school, between the student instructional reading environments of
(a) ebooks only in both instruction and practice, (b) ebooks during instruction, with a
choice of ebooks and traditional books during practice, (c) traditional books during
instruction, with a choice of ebooks and traditional books during practice, and (d)
traditional books only in both instruction and practice.
Identification of Variables
The independent variable, instructional reading environment, is operationally
defined as use of ebook or traditional print book format. For the purpose of this study,
ebooks were defined as online, multimedia storybooks with audio narration, animation,
and highlighted text features (Roskos et al., 2009) and a check for understanding
questions. Four instructional reading environments were used: (a) ebooks only-used
during small group instruction and independent practice, (b) ebooks and traditional
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books- ebooks used during small group instruction, ebooks and traditional books during
independent classroom practice, (c) ebooks and traditional books- traditional books used
during small group instruction, ebooks and traditional books during independent
classroom practice, and (d) traditional books only-used during small group reading
instruction and independent reading practice. The leveled ebooks used for this study
were books accessed through the ©Raz‐Kids website (http://www.raz-kids.com/). This
online website allowed students access to book titles at their independent reading level.
For the purpose of this study, traditional books were defined as leveled paper format
books.
The dependent variable for research question one was reading level as measured
by the DRA2® (Beaver & Carter, 2010). The DRA2® is designed to analyze a student's
reading accuracy, comprehension level, and oral reading fluency yielding an independent
reading level in grades K‒8 (Beaver & Carter, 2010). The DRA2® assessment books are
traditional print format books. Each book is leveled based on the following criteria: (a)
inclusion of repetitive language, (b) story structure, (c) literary features, (d) story appeal,
concepts, vocabulary, and common experiences of primary students, (e) picture support
level, and (f) text size, layout, line and words per page (Beaver & Carter, 2009). The
basic format of the assessment includes four steps: (a) the teacher introduces the text, (b)
the student reads the first two to four paragraphs aloud while the teacher records word
miscues and records reading time, (c) the student reads the remaining text silently, and
(d) the student retells the story or shares story information with the teacher (Beaver &
Carter, 2010). Reading level was operationally defined as the combined score of reading
accuracy, comprehension, and ORF components of the DRA2®. These DRA2® scores
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were combined to formulate the individual reader's independent reading level. DRA2® is
used to “(a) assess reading engagement, oral reading fluency, and comprehension, (b)
identify reading strengths and weaknesses, (c) determine students’ reading levels, (d)
inform reading instruction, (e) monitor progress in reading, and (f) aid in planning
reading interventions” (Beaver & Carter, 2010, p. 182). For this study, independent
reading level was assessed by combining accuracy, comprehension, and oral reading
fluency scores. The DRA2® served as the pretest and posttest. The DRA2® pretest
served as the covariate and was statistically controlled in the analysis for the research
question one.
The dependent variable for research question two was reading attitude as
measured by the ERAS (McKenna & Kear, 1990). The assessment was standardize
based on a sample of first through sixth grade students, therefore a valid assessment tool
for second grade students (Worrell, Roth, & Gabelko, 2007). The ERAS is a teacher
administered survey developed to assess student's recreational and academic reading
attitudes (McKenna & Kear, 1990). Attitudes toward reading were chosen as a key factor
in this study. Researchers have showed that attitudes develop over time, tending to be
more positive in younger children, become less positive with age, and are related to the
level of reading competency (McKenna et al., 1995). The ERAS consists of 20
statements assessing two components of reading attitude, (a) recreational reading and (b)
academic reading (McKenna & Kear, 1990). The recreational reading construct focused
on reading outside the school setting. The academic reading construct focused on reading
in the school setting (McKenna & Kear, 1990). The ERAS served as the pre and posttest.
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The ERAS pretest served as the covariate and was statically controlled for in the analysis
for the research question two.
The dependent variable for research question three was student reading behaviors.
Reading behaviors were measured by minutes engaged in reading documented on
personal reading logs used in the classroom. Similar to research reported by Anderson,
Wilson, and Fielding (1988), student independent reading was recorded utilizing self‐
report reading logs recording the number of minutes read each day as well as the book
title and author’s name. To better assess time spent reading for pleasure, reading logs
distinguished between assigned reading books and books read by choice (Taylor, Frye &
Maruyama, 1990). Daily log entries were tabulated and calculated by two means: mean
number of minutes read for practice in school and mean number of minutes for assigned
reading in school. Using these data, the researcher was able to look at relationships
between assigned and practice reading. Teachers reviewed daily classroom reading logs.
By signing the reading logs each day, teachers verified that participants engaged in
reading for the time recorded. Total number of minutes read for each participant was
analyzed to assess the relationship to reading attitudes and instructional reading
environments.
Definitions
Advanced reading level- reader’s independent reading level is above expected level for
grade and time of school year, reading at grade level text with 99%- 100% accuracy,
fluency and comprehension (Beaver & Carter, 2009).
Comprehension- complex cognitive process where meaning is constructed through
understanding and interpreting information (Shanahan, 2006).
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Independent reading level- word recognition, comprehension and independent reading
level is at 95%-98% (Beaver & Carter, 2009).
Instructional reading level- word recognition is level is 94% or higher while
comprehension level is set at a minimum of 75% on the first reading of grade level text
(Beaver & Carter, 2009; Ekwall, 1976).
Intervention reading level- word recognition level is 93% to 90% on the first reading of
grade level text (Beaver& Carter, 2009; Ekwall, 1976).
Oral reading fluency- the ability to read text aloud with accuracy, speed, and text
appropriate expression (Shanahan, 2006).
Reading attitude- readers’ feelings towards reading influencing a reader’s choice to
approach or avoid reading tasks (McKenna et al., 1995).
Research Summary
This proposed quantitative study employed a quasi‐experimental, pretest‒posttest,
non‐equivalent control group design for questions one and two, while a posttest only
non‐equivalent control group design was utilized for question three. The use of
quantitative, pretest‒posttest, non‐equivalent control group design to determine if there is
a statistically significant difference between reading levels and instructional reading
environments and reading attitudes and instructional reading environments was
appropriate as intact groups were utilized for the study. Pretest‒posttest, non‐equivalent
control group designs are aligned with determining the difference between the dependent
and independent variables. The pretest‒posttest design allows for the research to adjust
for pre-existing differences in the treatment and control groups (Gall, Gall & Borg,
31

2007). The posttest only non‐equivalent control group design was used to determine if
there is a statistically significant difference between reading behaviors and instructional
reading environments. Since intact groups were used, random assignment was not
possible as the participants were pre‐placed in second grade classrooms. Furthermore
random selection did not occur when selecting the sample population as the researcher
intentionally selected all second graders (Gall et al., 2007; Haertel, 2011) in the school
system. Internal validity was threatened by the lack of random assignment and
preexisting group difference; however, the covariate of pretest scores, provided a control
for initial differences between the control and three experimental groups in regards to
questions one and two. Homogenous groups also helped control for the selection threat
to internal validity.
Using the analysis of covariance (ANCOVA), the researcher compared the mean
DRA2® posttest scores of the four instructional reading environment groups (ebook only,
traditional book only, ebook for instruction with ebooks and traditional books for
practice, traditional books for instruction with ebooks and traditional books for practice)
to determine if a statistically significant difference existed among the participants in the
treatment groups and the control group. Pretest DRA2® scores served as covariates. An
ANCOVA was also performed to compare the ERAS posttest scores for the four groups
to determine if a causal relationship existed between reading attitudes and the
instructional reading environment, while controlling for pretest differences. Pretest
scores used as a covariate can help to reduce the error variance and to eliminate
systematic bias if pretest scores are reliable (Van Breukelen, 2011). This data analysis
allowed the researcher to adjust the posttest means for differences among groups on the
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pretest (Dimitrov & Rumrill, 2003). An analysis of variance (ANOVA) was used to
assess the significances of the instructional reading environment on reading behaviors.
Pre intervention data were not collected on reading behavior, the use of homogenous
groups helped control for the selection threat to internal validity.
The following chapters provide critical information pertaining to this study.
Rational for the study can be found in chapter two while study design information is
located in chapter three. Finally, the study results are found in chapter four followed by
the discussion and recommendations for the future in chapter 5.
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CHAPTER TWO: REVIEW OF THE LITERATURE
The purpose of this quasi‐experimental, pretest‒posttest, non‐equivalent control
group study was to determine if a statistically significant difference exists in independent
reading levels when using ebooks versus traditional books utilizing the perspective of
cognitive load theory. Additionally a quasi‐experimental, pretest‒posttest, non‐
equivalent control group study was to determine if a statistically significant difference in
reading attitude when using ebooks versus traditional books using the perspective of
social cognitive theory. The purpose of the posttest only non‐equivalent control group
study was to determine if a statistically significant difference exists in reading behaviors
when utilizing ebooks versus traditional books from the perspective of social cognitive
theory.
Chapter Two presents the theoretical framework and a review of the literature
upon which this study of reading levels, reading attitudes, and reading behaviors was
based. In addition, research on necessary reading skill development and the use of
technology in the classroom was examined. Studies that identified these areas were
examined with detailed information regarding study outcomes. In addition, this
examination emphasized gaps in the literature that the current research was designed to
address. A summary of the reviewed literature concludes the chapter.
Theoretical Framework
The theoretical framework guiding this research focuses on cognitive load theory,
zone of proximal development, and social cognitive theory. Cognitive load theory and
zone of proximal development are discussed in relation to reading level, while social
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cognitive theory provides the framework for discussing reading attitudes and reading
behaviors.
Reading
Cognitive load theory. Cognitive load theory is concerned with individual
information processing and learning, based on human cognitive architecture that assumes
a limited working memory and unlimited long-term memory that can be used to store
schemas of varying degrees of automaticity (Paas et al., 2003; Sweller, 1988, 2010b,
2011; van Merriënboer & Sweller, 2005). Schemas refer to the familiar material stored in
long-term memory, chunked as single elements (Paas et al., 2004; Paas et al., 2003).
Automaticity occurs after the learner engages in sufficient practice. Following sufficient
practice, an individual can perform a task with minimal conscious effort (Sweller, van
Merriënboer, & Paas, 1998). Miller (1956) and Sweller (1988, 2010a, 2010b, 2011)
posited that an individual’s working memory is limited in capacity and duration and may
be overwhelmed by the number of interactive information elements that need to be
processed simultaneously before learning can occur (Paas et al., 2003; Sweller, 1988,
2010b, 2011; Sweller et al.,1998). However, schemas and automation can bypass
working memory, reducing cognitive load (Paas et al., 2004; Paas et al., 2003).
The term cognitive load, was not new at the time the theory explaining it was
developed. Its origin can be traced back to Miller (1956) who quantified the capacity of
working memory to seven novel information elements. Moray’s (1979) work on mental
load, defined as the difference between task demands and the person’s ability to master
the demands, has also been connected to the development of cognitive load theory
(Moreno & Park, 2010). Traditional cognitive load theory focused on the association
between cognitive processes caused by problem-solving methods and schema acquisition
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(Sweller, 1988). Sweller’s (1988) research on conventional problem solving in the form
of means‐ends analysis, pointed to the importance of schema development referred to as
schema acquisition. Sweller (1988) concluded that conventional problem solving in the
form of means‐ends analysis may not assist schema acquisition, thus impeding learning.
Sweller and Sweller (2006) then presented cognitive load theory as a means to assist the
presentation of information, based on Geary’s (2002, 2008) explanation of biologically
primary knowledge and biologically secondary knowledge. Biologically primary
knowledge consists of knowledge that has evolved over generations; such has listening
and speaking skills, while biologically secondary knowledge consists of knowledge
requiring explicit instruction, such as learning to read (Geary, 2002, 2008). Geary (2002)
identified knowledge required in school as secondary knowledge since individuals have
not evolved to perform these tasks and the manner in which they are learned differs from
the manner of acquiring biologically primary knowledge.
A basic concern of cognitive load theory is the ease with which information is
processed in working memory to develop schemas (Sweller et al., 1998). Three types of
cognitive load which affect working memory are distinguished through cognitive load
theory: intrinsic, extraneous, and germane (Paas et al., 2004). Paas et al. (2004) stated
that load is intrinsically imposed by the number of information elements and their
interactivity. These researchers further suggested that extraneous and germane load are
imposed on the learner by the manner the learning activity requires and with which
information is presented. While germane load is related to information and activities that
promote schema construction/acquisition and to automation processes fostering learning,
extraneous load is imposed by information and activities that do not support these
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processes (Paas et al., 2004). Furthermore, intrinsic cognitive load cannot be modified by
instructional design, while both extraneous and germane cognitive load can (Paas et al.,
2004; Sweller et al., 1998). However, extraneous cognitive load refers to the effort
required to process information from poor instructional design, while germane cognitive
load refers to the effort that helps the learner construct schemas (Sweller et al., 1998).
Cognitive load theory emphasizes instructional design to reduce unnecessary
extraneous cognitive load. Researchers suggested that instructional design placing
emphasis on intrinsic information increases the amount of information transferred to
long-term memory (Leahy & Sweller, 2011; Paas et al., 2003; Sweller, 1988, 2010b,
2011; Sweller et al., 1998) if the majority of the freed working memory resources are
germane (Sweller, 2010a). Germane cognitive load’s positive relationship to learning is a
result of cognitive resources devoted to schema acquisition and automation (Moreno &
Park, 2010; Sweller, 2010a). Schemas stored in long‐term memory circumvent or
reduce the load on working memory during mental processing thus avoiding working
memory limitations through automaticity (Paas et al., 2003; Paas & Sweller, 2012).
Without schema acquisition and automaticity, the capacity limits of working memory
only allow relatively minor cognitive activity of novel information (Paas & Sweller,
2012).
Researchers have adopted cognitive load theory as a theoretical framework for
studies indicating that instructional design can impose heavy working memory load
(Cooper & Sweller, 1987; Menon & Hiebert, 2005; Srivastava & Gray, 2012; Sweller,
1988; Sweller et al., 1998; van Merriënboer & Sweller, 2005). In particular, research by
Menon and Hiebert (2005) suggested that the instructional design of reading materials
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could reduce extraneous cognitive load impacting reading level. Additional researchers
suggested that the reduction of heavy cognitive load on working memory could be
achieved by increase its effective size through the modality effect (Leahy & Sweller,
2011; Mousavi, Low, & Sweller, 1995).
The modality effect occurs when information using both auditory and visual
instruction is superior to visual only instruction. Researchers have suggested the auditory
and visual channels are independent; therefore, utilizing both modes increases the
effective size of working memory compared to using only one mode (Leahy & Sweller,
2011; Mousavi et al., 1995; Paas & Sweller, 2012). Researchers have also suggested that
the presentation of information pictorially may reduce the level of cognitive load induced
by a high level of interactivity if the picture conveys meaning, thus reducing the working
memory load (Cooper, 1998; Rummer, Schweppe, Furstenberg, Seufert, & Brunken,
2010; Schwamborn, Thillmann, Opfermann, & Leutner, 2011). For example, an
individual reading and at the same time creating mental images based on the text has a
higher cognitive load than an individual reading but viewing pictures that show the
meaning of the text (Rummer et al., 2010).
Some researchers have turned their attention to technology’s influence on learning
and to technologies effective on working memory capacity. Bus, de Jong, and Verhallen
(2006) suggested that ebooks can help struggling readers construct or activate more
complete schemas. Results from their study indicated that interactive features may serve
as electronic scaffolds when presented in the learner’s Zone of Proximal Development
(ZPD). Further evidence supporting schema development and automation can be found
in a study conducted by Ertem (2010). Readers in this study utilized ebooks with
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congruent animation features compared with readers using ebooks without animation
features. Results indicated that ebooks with congruent animation support comprehension.
Zone of proximal development. Along with the use of cognitive load theory,
reading development can be further explained by Vygotsky's (1978) zone of proximal
development (ZPD). According to Vygotsky’s theory of ZPD, learners construct
meaning through active engagement among the learner, other persons, and social context
(Miller, 2002; Vygotsky, 1978). Social constructive theorists identified that learning
should correspond in some way with the developmental level of the child, but not be
limited to these developmental levels (Vygotsky, 1978).
Vygotsky (1978) identified two developmental levels. The first level is the actual
developmental level that includes the learner's mental functions resulting from a
completed developmental cycle. The second is the ZPD, recognized as the distance
between the actual developmental level and the learner's potential level of development
with the guidance of an adult or more capable peer (Vygotsky, 1978). The ZPD
framework centers on the interactions between the learner and the adult or more capable
peer. When an individual’s ZPD is combined with a scaffold instructional approach, the
more knowledgeable individual can give necessary learning support. Researchers Reis,
Eckert, McCoach, Jacobs, and Coyne (2008) indicated that enriched reading
environments that challenge readers in their ZPD with the guidance of a more
knowledgeable other resulted in more positive reading outcomes than reading
experiences that did not present materials in the individual’s ZPD. The idea of guidance
of an adult or more capable peer to scaffold learning has recently begun to include the
idea that digital technology could scaffold learning (Abdullah et al., 2013; Cook, 2010).
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Digital technology might support learners, enabling them to problem solve or reach a
level of achievement otherwise beyond their independent levels (Cumming-Potvin, 2007;
Wood, Bruner, & Ross, 1976; Zaretskii, 2009). The degree of support is adjusted by the
more knowledgeable other as the learner actively constructs new knowledge (Miller,
2002), thus establishing a supportive environment that supplies essential opportunities for
learners (Clay, 1991; Pinnell & Fountas, 2009). Thus, utilizing knowledge of the
reader’s ZPD, the more knowledgeable other can provide challenging text with assistance
allowing the reader to construct new knowledge internalizing the more difficult material.
Reading is a complex cognitive skill that can be supported through cognitive load theory
and ZPD. Schnotz and Kürschner (2007) suggested that learners have high and low
limits of ZPD. Instructional designs aimed at promoting learning above the learner’s
ZPD will exceed the individual’s working memory capacity, while instructional designs
below the learner’s ZPD will result in unused cognitive capacity (Schnotz & Kürschner,
2007). Therefore, utilizing knowledge of the individual’s ZPD will allow the more
knowledgeable other to provide learning material and instruction that will not exceed the
individual’s working memory capacity.
Reading Attitude and Behaviors: Social Cognitive Theory
Bandura’s (1986, 1999) social cognitive theory expressed triadic reciprocal
determinism in which behavior patterns, environmental events, and personal factors in
the form of cognitive, affective, and biological events influence each other. Bandura
(1986, 1999) stated that the environment influences thoughts and behaviors and that
thoughts and behaviors impact the environment. However, interactions between the three
factors don’t always demonstrate equal amounts of influence. In fact, different activities,
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individuals, and circumstances determine the power of the influence of each factor
(Bandura, 1986, 1999).
A tenet of social cognitive theory is that three types of environmental constructs
exist: the imposed environment, the selected environment, and the constructed
environment (Bandura, 1997). The imposed environment is the physical and sociostructural environment, which the individual has little control over, and is, for the most
part, inoperative until it is actualized by individuals through their behavior. Similarly,
personal factors, such as cognitive, affective, and biological events, do not come into
being until they are activated (Bandura, 1986). The ability to transform and construct
desired environments is partially dependent on individuals’ self‐efficacies and judgments
of how well they will be able to perform (Bandura, 1986; Byrd-Bredbenner, Abbot &
Cussler, 2011; McAlister, Perry, & Parcel, 2008). Self‐efficacy, defined as individuals’
beliefs in their ability to successfully execute the behavior required to produce the desired
outcome (Bandura, 1997), is a more important predictor of behavior than outcome
judgments of the individual (Bandura, 1986). Schunk (1989) suggested that individual
attitudes are one function causing differences in self‐efficacy beliefs among individuals.
Central to Bandura’s (1986) work is how individuals exercise control over
personal motivation, behavior, and environment through human agency regulated by self‐
evaluation and internal standards; i.e., how they feel or their attitudes (Sheehy, 2004).
Attitude acquisition is developed by external controls, such as modeling, and becomes
internalized through identification of the experience by the individual and classical
conditioning (Bandura & Walter, 1963). Identification and classic conditioning are
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possible through a variety of channels such as parental attitudes, socio‐cultural
background, mass media, education, and peers (Kaur, 2010). The formation and
transformation of attitudes are impacted by a reciprocity among affect, behavior, and
beliefs (Albarracin, Johnson, & Zanna, 2005). Bandura’s (1986) reciprocal determinism
hypothesis has led researchers to consider the way a behavior feeds back to individuals to
alter a personal factor such as an individual's attitude, since attitude is an internal state
impacting the behavior of the individual (Kihlstrom & Harackiewicz, 1990).
Bandura (1986) further suggested that personal factors and cognition are
influenced by the environment and are determined by natural and extrinsic actions.
These actions can be vicarious or direct experiences with others and the environment
(Mearns, 2009). More specifically, experiences including modeling and imitation have
been identified as advantageous in promoting learning (Bandura, 1977, 1986, 1997, 1999;
Byrd-Bredbenner et al., 2011; Martin, 2004). Exposure to multiple instances of social
modeling produces stronger beliefs in an individual's ability to learn with a wide variety
of modeling superior to a single modeling (Bandura, 1997).
Bandura’s (1986) emphasis on triadic reciprocal determinism provides a
framework for studying reading behaviors and reading attitudes. This triadic model
outlines the interactions among behavior, personal factors identified as cognitive and
other internal variables that affect actions and perceptions, and the individual’s
environment (Bandura, 1986). One can use this framework to investigate the
relationships between reading behaviors, reading attitudes, and the reading environment.

Reading Development and Theory
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Researchers have provided evidence that early literacy interventions are an
important component to reducing the achievement gap between at‐risk learners and their
typical peers and that these gaps become more difficult to decrease with time (Cooke,
Kretlow, & Helf, 2010; Harn, Linan-Thompson, & Roberts, 2008; Perez-Johnson, &
Maynard, 2007; Simmons et al., 2008). At birth the human brain has few synapses or
junctions from which information passes from neuron to neuron (Bransford, Brown, &
Cocking, 2000); however, studies have shown that brain circuits stabilize as the brain
matures and these circuits are difficult to alter with age (Cameron, 2010). Therefore the
early learning experiences of an individual influence cognitive and social development by
impacting the construction of lower level functions, such as language acquisition,
necessary for the higher level functions, such as reading, to build upon (Bransford et al.,
2000; Knudsen, Heckman, Cameron, & Shonkoff, 2006). As the architecture of the brain
is influenced by early learning experiences, the architecture is either strengthened or
weakened through the development of brain circuits and is the basis for future learning
(Knudsen et al., 2006).
Early learning experiences assisting the construction of new knowledge building
on foundational information, or schema acquisition, require quality interventions
(Barnett, 2008; Bruder, 2010; Sweller, 1988). Critical to quality intervention
construction is an understanding that schema acquisition and automacity are influenced
by the individual needs of the learner (Donalson, 2009). Research results support the
premise that reading interventions can affect student development and learning (Barnett,
2008; Bruder, 2010).
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Without reading interventions readers will encounter varied levels of success.
More specifically, without successful reading interventions struggling learners will
continue to be reluctant readers (Benner, Nelson, Ralston, & Mooney, 2010). These
students face more academic challenges than their typical peers throughout school,
creating an achievement gap between these groups that limits their abilities to reach their
full potentials in life (Benner et al., 2010; Slavin, Lake, Chambers, Cheung, & Davis,
2009; Slavin, Lake, Davis, & Madden, 2011). Essential to reducing the achievement gap
is the implementation of targeted interventions addressing the individual needs of the
learner. Equally important as the at-risk readers’ achievement are the above grade level
readers whose needs are frequently not met. These students may not reach their full
reading potential without differentiated reading instructional opportunities teaching them
how to react to challenging text (Reis et al., 2004). In a synthesis of the research
regarding effective programs for readers, Slavin et al. (2011) examined 97 studies
comparing alternative strategies to help elementary readers become successful readers.
Their findings suggested that classroom small group interventions can be an effective
instructional approach to enhancing literacy acquisition skills. Applying what is known
about knowledge acquisition, educators can provide appropriate interventions for all
readers. Building on the readers’ schemas and automation, educators can reduce the
amount of cognitive load imposed on working memory and can scaffold lessons that
challenge the learners above their instructional levels (Donalson, 2009). Continued
growth in reading is critical to all levels of readers.
Several variables, such as reading level, reading attitudes, and reading behaviors,
have been identified to play a role in reading achievement with a direct connection
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between text and reader. In particular, text level and its connection to the reader have
been linked to reading acquisition (Kucer, 2005, 2011; Soleimani & Mohammadi, 2012)
and reading behaviors (Treptow, Burns, & McComas, 2007), while text topic interests
have been connected to reading attitudes (Allen et al., 1992; McKenna et al., 1995) and
reading environment (Flowerday, Schraw, & Stevens, 2004). An investigation of the
reciprocal relationship between personal, behavioral, and environmental variables as well
as the constructs of reading attitude within the personal factor can lead to a better
understanding of the influence these variables have on reading achievement. According
to Bandura (1986), motivational and instructional factors are necessary to foster adoption
of new behaviors, especially if the new behavior is replacing an unfavorable behavior.
Changes to behavior are best accomplished by designing conditions that foster both
attitudinal and behavioral changes (Bandura, 1986, 1997). Within this research study, the
reading environment was changed to investigate the effect on the reader’s behavior and
attitude, addressing a gap in current literature. If the instructional reading environment
implemented in this study has a positive effect or no effect on reading behaviors and/or
attitudes, then educators will be able to employ this instructional reading environment
with some reassurance that reading achievement will not be hindered by its
implementation. With the increased ebook availability, ebooks may be a cost efficient
alternative to traditional books.
Included in the social interactions of the learner is the impact of the growing
social culture, which involves the use of technology. Technology integrated into the
daily lives of individuals must be recognized and the possible benefits for educational
achievement explored. According to Bransford et al. (2000), technology has the potential
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to function as an instructional tool to scaffold learning and to support learners’ successful
completion of advanced activities, thinking, and problem solving. Cook’s (2010)
reconceptualization of Vygotsky’s (1978) ZPD, specifically the concept of guidance from
a more knowledgeable other, suggested the more knowledgeable other may be in the
form of technology. Cook (2010) presented this augmented context for development to
include the use of mobile devices. In a case study utilizing mobile devices to assist
language-learning of undergraduate students, Abdullah et al. (2013) suggested that
student achievement was enhanced when a scaffold model was utilized along with the
individual’s ZPD in a mobile learning environment. Thus, the multimodality of ebook
presentation may provide a reading environment that decreases working memory load,
supports the learner’s ZPD, and encourages student interest and involvement, thereby
assisting reading achievement (de Jong & Bus, 2002).
Through educational experiences, foundational skills, and knowledge that
increase, cognitive growth can be built. According to Bransford et al. (2000), cognitive
development does not result from simple accumulation of information, but from
processes involved in conceptual reorganization. Imperative to this process is stimulating
and guiding learners in schema construction and automation (Sweller, 1988). As poor
reading comprehension performance and overload on working memory have been shown
to be directly related (Oakhill, Hartt, & Samols, 2005), supportive text features of ebooks
help remove overload, allowing learners to focus on meaning instead of having their
working memory focused on decoding (Miller, Blackstock, & Miller, 1994). Taking
what is known about best practices in teaching and learning for knowledge acquisition,
school districts and educators have new opportunities allotted by interactive technology
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tools, supportive software, and various kinds of hardware to improve current curriculum
designs. Although support during printed text reading could be received from teachers or
supportive materials, studies indicated that learners often do not use these resources
(Greenlee-Moore & Smith, 1996). Through the use of technology integration and more
specifically ebooks, educators can offer opportunities to acquire knowledge that are
different than previous learning experiences, with the possible benefits of reduced wait
time for assistance and privacy of help (Hasselbring et al., 1997). However, educators
must remember that the use of technology tools does not equate to more effective
learning. In a literature review, Felvégi and Matthew (2012) suggested that attempts to
use technology to facilitate learning require researchers and educators to work together to
identify practices that effectively infuse technology in the process of teaching to enhance
learning. They further suggested that including interactive technology, such as ebooks,
into classroom instruction can offer new creative ways for students to acquire knowledge,
reduce the achievement gap between struggling and at grade level readers, and support
reading growth for average and above grade level readers.
Bandura (1986) suggested that creating conditions to foster the desired behavior is
advantageous when trying to alter attitudes. New practices will be adopted by an
individual if the new practice is viewed as beneficial, followed by qualified acceptance
and reinterpretation of beliefs. Intrinsic and extrinsic motivators along with competent
modeling provide positive incentives for behavioral and attitudinal changes (Bandura,
1986). Modeling a behavior, such as good reading, alone will produce improvements,
but modeling with guided enactment and practice strengthens the results of changed
behaviors, thus fostering new skill development (Bandura, 1986). In addition, reading
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behaviors in and out of school are influenced by young students’ attitudes towards
reading and are related to reading ability (Askov & Fischbach, 1973; Kirby, Ball, Geier,
Parrila, & Wade-Woolley, 2011; McKenna et al., 1995). Ebooks have the potential to
influence reading behaviors, attitudes, and achievement. With the assistive features such
as mp3 narrations, ebooks can provide additional modeling support both in and out of
school.
The investigation of attitude was an essential component of this study to assess
whether participants perceived ebooks to have greater value than traditional books to
reading. If ebooks positively impact reading achievement, then they have the potential to
positively influence the reader’s attitudes towards reading. If reading achievement and
attitudes are positively affected, then a possibility exists that reading engagement both in
and out of the classroom will increase. Positive interactions among attitude, reading
achievement, reading behaviors, and the use of ebooks on portable handheld devices
should influence the decision to incorporate ebook use into daily instruction. The goal of
education is to foster an environment that influences the learner’s behavior and cognitive
factors. To accomplish this monumental task, educators must develop a better
understanding of the multidirectional transactions among the environment, behavior, and
personal factors and the role ebooks play.
Importance of Learning to Read
Historical Summary
Developing an understanding of the history of literacy in the United States is a
crucial component to planning for the future. Reading scholars who comprehend past
debates and reforms have a rich knowledge of methodologies and pedagogies that have
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been influenced by cultural and societal events. Lacina, Block, and Weed (2009)
suggested that examining the evolution of reading allows educators and researchers to
gain perspective of the rapid growth in reading education and issues that have sustained
attention. Although the context of this paper does not allow all of these avenues to be
addressed, past works offering valuable insight are included. In addition, educational
changes and debates that influenced the methods, practices, and tools educators have
utilized to improve reading for all students are discussed.
The continual theoretical, methodological, and pedagogical evolution of education
is evident through history. In the early to mid-1800s American educators began to look
to reformers such as Rousseau and Pestalozzi who stressed the importance of meaning for
the learner and Mann's notion that the lack of meaningful materials was problematic for
American education (Barry, 2008). The response to the need for meaningful materials
was a series of graded reading materials, referred to as basal readers, of which the
McGuffey Readers were the most popular, providing activities, teacher instructions, and a
comprehension component. Throughout the 1800s basal readers continued to grow in
popularity, changing and incorporating new ideas, such as silent reading components,
Initial Teaching Alphabet, and various types of stories. During this time when the use of
basal readers was growing, basal readers were joined by a whole word method for
reading instruction in the 1830s (Barry, 2008). Then in the late 1880s Colonel Francis
Parker and George Farnham promoted the sentence-method and story-method, which
included teacher-guided questioning to foster learner discovery (Barry, 2008).
Educational changes and debates continued in the 1900s. During the beginning of
the twentieth century, literacy skills, such as simple reading, writing, and calculating,
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were the focus for education, with little emphasis on critical thinking, complex problem
solving, or reading critically for clarity and persuasive expression (Bransford et al.,
2000). In the early 1900s through the 1930s, more realistic stories appeared in readers
than during the 1800s (Barry, 2008). However, comprehension elements in reading were
mainly composed of lower level recall understanding (Bransford et al., 2000).
The debate of whole-language and phonics captured the American public when
Flesch's (1955) text, Why Johnny Can't Read and What You Can Do About It, was
published. This book prompted researchers, scholars, and educators to rethink the
teaching of reading with a renewed interest in cognitive processes and looked to
philosophers, theorists, psychologists, and educators like Pestalozzi (1801), Dewey
(1915), Vygotsky (1978), and Clay (1991) who proposed theories of appropriate
educational practices for guidance (Barry, 2008; Venezky, 1977). The intentional
identification of emergent literacy skills introduced in the mid1960s by Clay (1991)
suggested that children acquire some language, reading, and writing knowledge before
formal schooling through early experiences (Morrow & Dougherty, 2011). However,
many educators neglected the value of children’s early experiences, thus they continued
to facilitate reading instruction utilizing either whole-language or a phonics approach
instead of a combined approach to meet the different instruction needs of their learners
(Chall, 1989). Many believe this neglect to provide a combined approach caused a
decline of reading scores during the late 1980s (Chall, 1989). In Reading Instruction
That Works: The Case for Balanced Teaching, Pressley (1998) suggested that neither
skill-based nor whole-language approaches were going to provide for the literacy needs
of learners, but a balanced approach engaging both components would provide effective
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reading instruction (Pressley, Roehrig, Bogner, Raphael, & Dolezal, 2002). Indrisano
and Chall (1995) suggested that when children's beginning literacy skills lag, they also
fall behind in acquiring substantive knowledge that peers at and above grade level are
gaining from reading experiences. Though the debate of whole-language or phonic-based
reading curricula was still being questioned, by the late 1990s many educators and
researchers concurred that literacy development required both whole-language and
phonics methods (Indrisano & Chall, 1995). This acceptance of both whole-language and
phonics methods suggested that each had a place in a balanced literacy approach and
provided critical components to learners at various stages (Indrisano & Chall, 1995).
Differentiated learning instruction is an additional component of interest as
history reveals that educators’ methodologies have been influenced by their pedagogies.
Differentiated instruction occurs when the educator understands the strengths and
weakness of each student, can teach responsively, and has in-depth knowledge of the
content to be taught (Ankrum & Bean, 2007). Through this level of knowledge and skill
the educator can provide varied instruction meeting the needs of all students (Ankrum &
Bean, 2007). In the 1950s early attempts at differentiation took the form of ability groups
consisting mainly of leveled basal reading groups; however, the shift back to whole group
instruction reentered the classroom in the 1980s (Ankrum & Bean, 2007; Barr, 1989;
Moody & Vaughn, 1997). Educators were encouraged to avoid differential treatment to
provide equal access to curriculum (Ankrum & Bean, 2007). However, over the past two
decades research results have suggested that differentiating instruction is a critical
component for successful academic growth (Ankrum & Bean, 2007; Moody & Vaughn,
1997; Pressley et al., 2002). In a study examining time on task and reading
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comprehension of struggling third grade readers, higher levels of comprehension and
time on task were reported for students provided reading material at their independent
reading level than students reading books at a frustration or instructional level (Treptow
et al., 2007). Whitley (1979) investigated differentiated instruction on middle school
students’ attitudes towards teachers, learning processes, reading, and mathematics. The
study results indicated that exposure to differentiated instruction had a positive impact on
all four variables: attitudes toward teachers, learning processes, reading and mathematics.
The attention to quality instruction and increased research by psychologists,
theorists, linguists, and educators (Venezky, 1977) highlighted additional concerns for
American education, prompting the federal government to establish the Elementary and
Secondary Education Act of 1965 (ESEA), which evolved into the NCLB Act in 2001.
The NCLB Act increased focus on accountability and emphasized the integration of all
students, requiring students to reach grade level performance in reading and math by the
2013- 2014 school year (Borkowski & Sneed, 2006; Servilio, 2009). These expectations
of accountability and integration have enhanced the interest of researchers to deepen
understanding of best practices through technology integration. Evidence of this interest
can be seen in the number of researched and presented topics at the annual International
Reading Association (IRA) convention over the past thirty-five years. Topic numbers
have doubled with eighteen of the same topics continuing to receive significant amounts
of time and with sixteen topics increasing in presentation time (Lacina et al., 2009).
Among the sixteen topics, increased interest, integration of language arts, computerassisted instruction, nonfiction content, comprehension, metacognition, and struggling
readers were at the top of the list (Lacina et al., 2009). The continuation of these topics
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each year suggests that they have not reached a level of resolution, while the increased
number of topics indicates that more diverse fields of study are occurring in reading
research (Lacina et al., 2009). Lacina et al. (2009) suggested that the repetition of topics
is evidence that literacy is a complex issue requiring continual investigation.
As evident through history, the discovery of how best to provide for the needs of
learners is not new to the field of education. A common thread throughout reading
instruction’s historical progress has been the search for methods, practices, and tools to
improve reading for all students. Past researchers have identified key components of
reading instruction necessary for developing young learners into proficient readers
(Fletcher & Vaughn, 2009; Harn et al., 2008; National Reading Panel, 2000; Vaughn et
al., 2009). However, as technology changes the experiences of young learners (Shapley
et al., 2010), researchers are now interested in how learning experiences and technology
tools might influence reading instruction assisting readers’ continued growth and levels
of proficiency.
Reading at Grade Level
Legislation impacting reading education. The federal government is taking a
more active role in reading education than it used to as reading has been identified as a
foundational skill and as critical to an individual’s academic and vocational opportunities
(Lesnick et al., 2010). In 2001 NCLB established testing mandates aimed at making
states and schools accountable for student progress. Since this time NCLB has
undergone changes with the most current change allowing states to request flexibility
from specific NCLB mandates impeding progress. Flexibility is granted if school
districts are aligned with the college and career standards, have differentiated
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accountability systems, and are initiating classroom instructional and school leadership
reform (Differences between the NCLB Act and the ESEA Renewal, 2010).
Educators’, administrators’, and school districts’ responsibilities for all children to
be at or above grade level in reading have encouraged researchers to investigate the
issues surrounding children at risk of reading difficulties. Conditions that place children
at risk for reading difficulties have been identified by researchers and include
socioeconomics, cultural, and linguistic differences (Allington, 2007; McKool, 2007),
neurological problems, inadequate instruction, limited developmental experiences, and
family history (Knudsen et al., 2006). A study of fifth grade students indicated that the
home culture was a key factor between avid and reluctant readers, with avid readers
raised in homes where daily reading occurred (McKool, 2007). Information regarding
conditions placing children at risk of reading difficulties has contributed to improved
reading achievement awareness regarding the impact of these conditions on learning.
This information is critical as reading deficiencies were suggested to impact an
individual’s future success in school and life (Benner et al., 2010; Knudsen et al., 2006;
Slavin et al., 2009; Slavin et al., 2011; Wehby, Lane, & Falk, 2005). Research has
motivated researchers and educators to identify methods, practices, and tools to prevent
or decrease deficiencies. From this research, small group and independent reading
practice (Allington, 2007; Benner et al., 2010; Denton, Fletcher, Anthony, & Francis,
2006; Menzies, Mahdavi, & Lewis, 2008; Pinnell & Fountas, 2009; Simmons et al.,
2008) and the use of leveled reading materials (Pinnell & Fountas, 2009; Taylor, Pearson,
Clark, & Sharon, 2000; Treptow et al., 2007) have been identified as useful methods,
practices, and tools to support reading level.
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Small group and independent practice. Intensive reading interventions
providing differentiated instruction can assist struggling readers' learning experiences,
and help them to achieve reading proficiency (Benner et al., 2010; Simmons et al., 2008).
Educators’ provisions of rigorous reading interventions is necessary to support students
who fall behind in reading (Gijsel, Bosman, & Verhoeven, 2006) and should be
implemented as soon as deficiencies are determined. Reading acquisition is not an innate
ability, but a complex learned process (Dehaene & Cohen, 2007). Research supports the
employment of early interventions as more effective than later interventions or
remediation in upper grades (Denton et al., 2006). Remediation within the upper grades
can be problematic since the reading gaps have broadened and deficiencies have
compounded, which make them more difficult to address over time (Cunha, Heckman,
Lochner, & Masterov, 2005). In a longitudinal study conducted by Simmons et al.
(2008), students from kindergarten through third grade, who were involved in reading
interventions that scaffold reading foundation skills to provide the necessary instruction
to address weak areas, responded positively, reducing the achievement gap.
According to Denton et al. (2006), students with persistent severe reading
deficiencies can benefit from targeted reading interventions that include oral reading
fluency and comprehension instruction along with active student involvement. There is
no room for a one-size fits all intervention curriculum plan (Allington, 2007).
Interventions achieving successful reading outcomes provide support during the reading
of difficult text, guiding learners to increase comprehension (Donalson, 2009; Scharer,
Pinnell, Lyons, & Fountas, 2005). Children with reading difficulties need individual or
small group instruction well designed to meet their needs (Menzies et al., 2008; Pinnell &
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Fountas, 2009). Similarly, talented above average readers require interventions to assist
them to reach their full potentials. Above grade level readers often read below their
ability levels and receive little support to obtain their ability level (Reis et al., 2004).
Reading interventions are critical to all readers. Benner et al. (2010) wrote that
educators must begin the intervention process in the beginning years of formal education.
Early interventions through small group instruction are also recognized as a possible
method for enabling above average readers to respond more positively to challenging text
(Reis & Boeve, 2009). Most advanced readers possess the ability to process language to
obtain meaning at an advanced level and respond best to more independent learning and
critical thinking instruction (Catron & Wingenbach, 1986). Just as differences exist
between skill levels and reading outcomes of above readers or advanced readers and
below grade level readers, differences exist between average and advanced readers
(Chall, 1983; Reis & Boeve, 2009). Developmentally each of these categories of readers
is at a different stage of reading requiring differentiated instructional practices (Chall,
1983). No Child Left Behind (2002) reauthorized an emphasis on early intervention as a
means to help all students become proficient readers. Research on varied interventions
showed an increased interest in small group instruction (Denton et al., 2006; Menzies et
al., 2008; Pinnell & Fountas, 2009; Reis & Boeve, 2009).
Leveled reading materials. Small group instruction has many advantages when
the instruction is intentional and matches the needs of the learners. Harn et al. (2008)
suggested that most reading difficulties can be prevented through well planned, effective
instruction practices. One such opportunity is small group reading instruction designed to
meet explicit needs of readers. Providing small group reading instruction cannot only
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help readers make faster progress, but this progress can enable them to profit from other
whole group classroom learning opportunities as the reading achievement gaps are
reduced (Pinnell & Fountas, 2009). The structure of these groups is essential to the
progress of each reader. In addition to group structure, lesson structure with predictable
sequencing helps learners develop a sense of security, essential for struggling readers
(Pinnell & Fountas, 2009). This supported learning environment is crucial to the reading
process, which prompts learners to engage in various strategies and to build on prior
knowledge (Donalson, 2009; Taylor et al., 2000). Reading instruction that individualizes
and differentiates has had compelling results not only for struggling readers, but for
proficient readers as well (Taylor et al., 2000). Individualizing and differentiating
reading instruction requires educators to provide leveled text reading materials
(Kontovourki, 2012; Treptow et al., 2007). Individual reading levels are determined by
the individual’s accuracy, oral reading fluency (ORF), and comprehension scores (Beaver
& Carter, 2009). Text labeled at a frustration level suggests the text is too difficult for
the reader to read with or without assistance. Independent labeled text suggests that text
may be read and comprehended by the individual without assistance, while text labeled as
instructional suggests that with support the reader will be able to read and comprehend
the text (Beaver & Carter, 2009). According to a study of third graders with low levels of
on-task behaviors and comprehension, students reading independently leveled text
demonstrated improved comprehension, while instructionally leveled text improved time
on-task behaviors (Treptow et al., 2007).
Time to read. Readers need time to read materials at the individual level. The
volume of reading engagement by students is a critical component to reading
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achievement that should not be overlooked. In a study to identify effective teaching
practices, researchers Taylor et al. (2000) suggested that educators who provided leveled
reading materials and time to read had higher reading achievement results than teachers
who did not. In addition, children who were in classrooms and schools that provided
opportunities for them to read independently as well as to select materials were more
likely to engage in voluntary reading in and out of school (McKool, 2007). In highachieving classrooms, independent reading practice time was a distinguishing feature
(Pressley et al., 2002). Time spent reading leveled books is particularly important for
struggling readers who not only need books in their hands that they can read accurately,
fluently, and with good comprehension, but who also need sufficient time to read
(Allington, 2007).
Foundational Skills for Readers
Oral reading fluency. The ability of a reader to read smoothly and effortlessly
with attention to punctuation and inflection while reading orally (Hapstak & Tracey,
2007) is a concern for educators who transition readers from learning to read to reading
to learn (Chall, 1983). According to Chall (1983), typically second grade level texts
contain familiar, high-frequency words and short sentences that move second grade
students from learning to read to reading to learn by the end of their third grade. During
this stage of development, readers acquire fluency and comprehension skills necessary to
proceed to the subsequent reading stages (Chall, 1983). The diminishing role of
decoding skills during the reading process is necessary to reduce the cognitive load of the
individual so that reading for meaning is possible (Reutzel, Fawson, & Smith, 2008).
The National Reading Panel (2000) report suggested that without oral reading fluency
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(ORF), text becomes laborious and inefficient, making story content difficult for readers
to remember and to relate the ideas from the text to their prior knowledge, thus directly
impacting reading comprehension (Ari, 2011). Fluency instruction helps readers
automatically recognize words and comprehend text at the same time making readers
passage comprehenders rather than struggling decoders (Nichols, Rupley, & Rasinski,
2009).
According to the National Reading Panel (2000) report, many effective methods,
such as repeated reading, paired reading, listening-while-reading, recorded reading and so
on, exist for assisting ORF development; however, the common thread for each of these
approaches is that they include oral reading and repetition and each provides guidance or
feedback (Denton et al., 2006). Denton et al. (2006) and Ari (2011) found that repeated
reading improved ORF when text was presented at the instructional level, while research
by Hapstak and Tracey (2007) suggested that to promote growth in ORF through repeat
readings, an independent level text is most appropriate. Hapstak and Tracey (2007)
concluded that independent leveled text allowed readers to focus their energy on
practicing expression, prosody, and reading rate rather than to spend energy on decoding
words. These studies supported positive repeated reading effects on fluency of learners
(Ari, 2011; Denton et al., 2006; Hapstak & Tracey, 2007).
Several key reading components, such as vocabulary, automatic word recognition,
and reading comprehension, have been linked to ORF. In a study conducted by
Berninger, Abbott, Vermeulen, and Fulton (2006), reading comprehension for at-risk
second grade readers was significantly improved through increased accuracy and rates of
word-level and text-level oral reading. Phonics instruction has been linked to increased
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ORF and comprehension with younger readers, kindergarten through second grade;
however, with older learners phonics instruction was not shown to significantly impact
comprehension (Shanahan, 2006). Although oral reading fluency alone does not equate
to reading success, it is an important component (Taguchi, Takayasu-Maass, & Gorsuch,
2004).
Critical to improving ORF and reading comprehension is the practice of repeated
reading (LeVasseur, Macaruso, & Shankweiler, 2008; Wise et al., 2010) often utilized by
educators in assisted or unassisted formats in small group and one-to-one arrangements
(Begeny et al., 2009). Typically, repeated reading involves the reader reading a text two
or more times (Begeny et al., 2009; National Reading Panel, 2000). Within the assisted
format, reading is modeled through adult, peer, or audio facilitation while the unassisted
configuration provides no modeling (Hapstak & Tracey, 2007). Researchers suggested
that the effects of repeated reading have a positive impact on both repeated passages and
new passages previously not practiced (Lo, Cooke, & Starling, 2011) and on word
reading fluency. Comprehension was best when readers used appropriately leveled texts
(Hapstak & Tracey, 2007). Repeated reading during small group interventions for below
and at grade level readers was shown to be effective (Begeny et al., 2009). The National
Reading Panel Report (2000) concluded that, for all levels of readers across grade levels,
guided repeated oral reading practice had a significant positive impact on word
recognition, fluency, and comprehension.
Commonplace in education is the practice of reading aloud to young learners,
which has been promoted as a means to increase children’s literacy development
(Swanson et al., 2011). Many times this format has a more skilled reader or recorded
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audio reading of the story read aloud while the less skilled individuals listen, read, or
follow along. Various studies favor listening-while-reading for improving ORF and
comprehension (Begeny et al., 2009; Chomsky, 1976; National Reading Panel, 2000;
Rasinski, 1990; Taguchi et al., 2004; Winn, Skinner, Oliver, Hale, & Ziegler, 2006);
however, mixed reports exist regarding its impact on reading comprehension (Rasinski,
1990; Schmitt, Hale, McCallum, & Mauck, 2010).
Reading comprehension. Comprehension is a continuous, ongoing thinking and
learning process as a reader encounters various texts and engages in reading for different
purposes and in different ways (Scharer et al., 2005). By building relationships between
the text and prior knowledge, the reader is actively involved in constructing new
understandings through mentally representing different text structures, inferencing, and
monitoring (Meyer & Ray, 2011; National Reading Panel, 2000). Imperative to readers’
successes is the ability to engage in these mental processes before, during, and after
reading. These activities set the stage for learning and help the reader understand that
reading includes more than reading words. Learners need to be able to monitor their
reading to identify when meaning is breaking down (Indrisano & Chall, 1995). When
learners are able to understand the learning processes that determine what they know,
what they want to know, and what they need to know, these understandings create the
basis for metacognition and increase comprehension (Indrisano & Chall, 1995).
Teaching specific comprehension strategies is critical to effective reading
comprehension. The development and application of reading comprehension strategies is
intimately linked to academic achievement (National Reading Panel, 2000). According
to TaŞDemİR (2010), readers who employed reading comprehension strategies increased
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reading their comprehension success. This complex cognitive process is vitally important
to the overall long-term educational success of the learner, setting the stage for life-long
learning (National Reading Panel, 2000).
A balanced approach to reading instruction must include a comprehension
component. Too much attention to decoding and other reading skills while neglecting
reading comprehension can often have an adverse effect on struggling readers (Hapstak
& Tracey, 2007). The goal of teaching phonics, phonemic awareness, and vocabulary is
to help early readers automatically utilize these skills without distracting their attention
from understanding the text (Shanahan, 2006). Comprehension should not be
misunderstood as the ability to read well orally. Readers who are good word callers may
give the appearance that they are able to read well, but they may not comprehend what
they have read (Boyer & Hamil, 2011). The purpose of reading is accomplished through
comprehension (Meyer & Ray, 2011).
Beyond Reading Skill Instruction
Attitude and behavior. The McKenna model, developed to discuss the longterm reading specific implication of attitude development, detailed three factors: (a)
normative beliefs and the individual’s motivation to conform, (b) beliefs about outcomes
based on the desirability of the outcomes, and (c) reading experiences outcomes
(McKenna et al., 1995). Much research has been conducted on the learner’s attitude
towards reading and its relationship to the amount of reading engagement, which impacts
reading skills (Alexander & Filler, 1976; Kush et al., 2005; Martinez et al., 2008;
McKenna et al., 1995; Stanovich, 2008) and overall reading level (McKenna et al., 1995).
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The relationship between reading behaviors and reading achievement is a key
component to reading ability. According to research conducted by Leppänen et al.
(2005) with first grade participants, a bidirectional relationship exists between reading
behaviors and reading achievement. Each factor was reported to be predictive of the
other. This conclusion built on Wasson et al.’s (1990) research on108 first through sixth
graders. Results indicated that students with the lowest reading achievement exhibited
the lowest reading engagement behaviors; the opposite was reported for the highest
achieving readers. In a more recent study focusing on the relationship between reading
attitude and reading achievement, 76 fourth graders were administered Curriculum-Based
Measurement tasks and the ERAS, followed by the Indiana Statewide Testing for
Educational Progress-Plus reading assessment four months later (Martinez et al., 2008).
Results supported a temporal interactive effect of prior reading attitude and ability as
predictors of reading achievement. The longest and largest of the studies conducted by
McKenna et al. (1995), with a total of 18,185 first through sixth graders, suggested that
reading attitudes decline with age, poor readers’ attitudes and self-perceptions declined
through the grades, the achievement gap between girls with positive attitudes and boys
with negative attitudes grew as students progressed through the grades, and girls
demonstrated more positive attitudes than boys across all grades. A positive correlation
between young children’s reading achievements and motivations seems to exist with a
possible bidirectional relationship between them (Morgan & Fuchs, 2007).
Both academic and recreational practices have the potential to influence
attitudinal changes. Reading attitude and achievement appear to be closely linked over
time, developing into valuable causal determinants of future reading achievement (Kush
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et al., 2005). Allen et al.’s (1992) examination of fifth grade students’ reading attitudes
suggested recreational reading was likely to have a more significant impact on academic
performance than academic reading. These results might be plausible as young readers
who enjoy reading engage in it more often than readers who do not find it enjoyable
(Flowerday et al., 2004; Morgan & Fuchs, 2007).
In addition, positive attitudes have been linked to reading material choices
(Flowerday et al., 2004; Jones & Brown 2011). Readers are more likely to engage in
reading if they are able to choose books that interest them (Anderson, Higgins, & Wurster
1985). In a study using printed text during independent reading, reading growth among
third to fifth grade readers was significantly related to the availability of printed materials
(Allen et al., 1992). Ease of access to reading materials and the vast array of book
choices have made ebooks a topic of interest. Educators need to provide a wide variety
of reading material choices as a strong correlation exists between choice and enjoyment
of electronic text, which may impact the reader's engagement (Ciampa, 2012a, 2012b).
Developing readers require guidance in making appropriate book choices
(Anderson et al., 1985). Anderson et al. (1985) found that poor readers may not select
suitable books for independent reading because the books are unavailable, they may not
know how to select appropriately leveled books, or they may select books for “show” to
get real or imagined praise from peers and adults. Children are especially sensitive to
their relative standing with their peers and this perception serves as a major agency for
the growth and validation of self-efficacy (Bandura, 1986). Hasselbring et al. (1997)
reported embarrassment as a factor influencing reading engagement and motivation to
read. Embarrassment was minimized when students used desktop computers for reading.
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Ebooks have the potential to influence the impact of book selection based on perceived
peer judgment as ebooks provide a more private instructional environment than print
books do.
Technology in the Classroom
Historical Background of Classroom Technology
The importance of technology integration in the classroom should not be ignored
as evidenced by the increased attention it has been receiving in research studies. Yet,
classroom technology is not a new topic in education. The utilization of resource tools to
supplement instructional practices has been influencing pedagogy since lantern slides and
stereographs were introduced in 1908. Technology progressed to film projectors, radio,
television, and other audio/visual technologies (Petrina, 2002). These new technologies
were thought by educators and administrators to be the answer to reforming educational
practices by piquing student interest and promoting instruction that could lead to more
active engagement (Hallstrom & Gyberg, 2011).
Educators, scholars, and other professionals have continued to look at various
technology tools, hoping they might act as catalysts to education reform; however, the
goals of education in the early 1900s were different than the goals of education today, as
schools used to be modeled after factories (Hallstrom & Gyberg, 2011). During the
1990s, technology integration gained renewed interest in the field of education as
computer technology was looked to as an educational tool to enhance classroom
instruction (An, Wilder, & Lim, 2011). Support came from the Department of Education
to build a national technology infrastructure to assist technology utilization in schools
(Sternberg, Kaplan, & Borck, 2007). The noteworthy investment increases by state and
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federal agencies made technology infrastructure available, increasing educational
opportunities (Sternberg et al., 2007); yet, technology integration in the classroom is still
lagging.
Knowing the history of technology in education is critical to understanding past
successes and failures of technology’s inclusion in educational practices. The mere
existence of technology tools does not guarantee that they will be effectively integrated to
enhance learning; technology integration must be part of a sound education approach
(Bransford et al., 2000). The United States Department of Education has recognized
technology as a vital part of education, which needs to provide engaging learning
experiences, content, resources, and assessment measures (U.S. Department of
Education, Office of Educational Technology, 2010). Technology’s role in education has
captured the attention of many; however, continued research is necessary to understand
how technology can be included in educational experiences that improve student
achievement.
Role of Technology in Education
Integration for reading instruction. The integration of technology within the
instructional practices of the classroom is an important component of NCLB Act.
Specific goals to guide educators and state and local officials addressing the integration
of technology into the curriculum emphasize technology use to improve academic
achievement, making sure all learners are technologically literate (Learning Point
Associates, 2007). Technology is recognized to be an essential component of education
as it is connected to the prosperity of society (U.S. Department of Education, Office of
Educational Technology, 2010). Technology should offer engaging learning
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opportunities, content, and resources (U.S. Department of Education, Office of
Educational Technology, 2010). Although the federal government has increased funding
for technology infrastructure to increase technology access in schools, obstacles remain
that limit its use, such as providing teachers with an understanding of how technology
can support learning (Shapley et al., 2010). Information is needed to better understand
how to interweave technology throughout the curriculum (Shapley et al., 2010). NCLB,
along with the increase of federal funds, has heightened the need for research to better
understand best practices for technology integration for improving the educational
experiences of all learners.
Educators have much to learn about effective integration of technology for
instructional purposes. Ciampa (2012a, 2012b) suggested educators should consider
technology integration. Ciampa (2012a) found that first grade students engaged more in
online reading than in reading of traditional books. A strong correlation between online
reading enjoyment and the participants’ preferences to have more choices of reading
materials was also reported. Other research over the past decades has focused on the
potential ways digital technology might support reading comprehension, vocabulary
development, phonemic awareness, and sight word development (Doty et al., 2001;
Matthew, 1996; Pearman, 2008; Welch, 2010). To date, minimal information addressing
the issue of how ebooks can change the instructional reading environment to assist
second grade readers in the classroom is available.
Electronic books. An ebook is like a traditional book in several ways: it displays
printed text and has cover and title pages; its pages contain the body or story and are
organized by a theme or topic for the purpose of communication (Roskos et al., 2009);
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and an ebook is not web content (Rockinson-Szapkiw & Holder, 2011). Most ebooks for
young readers offer a variety of options aimed at broadening the reader’s experience (de
Jong & Bus, 2002; Roskos, et al., 2011). Over the past two decades, the importance of
quality electronic books has become evident as researchers began to identify some ebook
features as distracting or mediocre at best (de Jong & Bus, 2002; Roskos, et al., 2011),
while other features promoted meaning construction (de Jong & Bus, 2002, 2003; Ertem,
2010; Korat & Shamir, 2008). Researchers continue to focus attention on design
features, such as graphics, hyperlinks, dictionaries, audio, and animations, trying to better
understand the impact they have on readers.
The potential for ebooks to enhance reading achievement has been shown to be
connected to the ebook design and the learner’s needs (Berkeley & Lindstrom, 2011;
Roskos et al., 2011; Shamir & Korat, 2009). Researchers de Jong and Bus (2002)
proposed that ebook features that provide overlapping and complementary experiences
demonstrate the potential to support the learner’s ability to internalize the vocabulary and
word configuration. Further evidence suggested that supportive features offered through
narrations, feedback, and sounds of electronic talking books can help reading
development (Oakley & Jay, 2008). Kindergarten age students have been reported to
benefit more from ebooks that offer dictionary and interactive features than from ebooks
that only offer a listen or read feature (Korat & Shamir, 2008). de Jong and Bus (2003)
suggested that features available within electronic texts such as games and hidden
hotspots are distracting to readers. Shamir and Korat (2009) examined features to reduce
distractibility. They recommended providing design features such as (a) text highlighting
as text is read, (b) repeat reading capabilities for dictionary option, (c) separation of game
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and text modes, and (d) hotspots that can be activated by the reader that correspond to
text. Evidence (de Jong & Bus 2003; Korat & Shamir, 2007; Shamir & Korat, 2009)
supports the potential of ebooks’ supportive features to positively impact readers’
abilities to access more challenging texts than they would be able to read without the
supportive features.
Compared to traditional printed text materials, electronic texts offer powerful
differences that can help the reader construct new meaning and can support the reader’s
reading challenges (Reinking, 1998). The interactive, adaptable, nonlinear features of
ebooks are different from the features of printed books (Ertem, 2010; Larson, 2010). For
readers the electronic reading format offers an active engagement environment helping
readers build or activate more complete schemas of the text allowing readers to reach a
more complex level of comprehension (Ertem, 2010; Verhallen, Bus, & de Jong, 2006).
In an investigation of struggling fourth grade readers, three different reading
environments were examined to assess reading comprehension (Ertem, 2010). Results
indicated that the use of ebooks with aligned interactive animations resulted in improved
comprehension and inferencing when compared with printed text experiences (Ertem,
2010). In addition, reading comprehension increases have been connected to the use of
audio narrative text features of electronic books in a study by Grimshaw, Dungworth,
McKnight, and Morris (2007) in which subjects ranged in age from 9 to 11 years.
Participants benefited from this audio narrative feature when retrieving information and
making inferences (Grimshaw et al., 2007). Contributing to the findings that animations
and audio narrations can assist reading comprehension, researchers Korat and Shamir
(2007) examined low and middle socio-economic status groups’ reading comprehension
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in an electronic book environment. In this study kindergarten students showed similar
improvements in comprehension when they read electronic books read or listened to them
independently, as compared with an adult read printed version of the same text.
According to Larson (2010), digital reading devices put the reader in greater control of
the text, promoting new literacy practices that strengthen comprehension and enhance the
reader's connectedness to the text. In this study, Larson (2010) identified audio narrative
text as helpful for readers that were experiencing decoding difficulties. Results from
Larson’s (2010) study support the use of audio narrative text features to reduce decoding
and fluency problems.
Researchers have also provided evidence that adult supportive environments
during reading acquisition influence reading achievement outcomes (de Jong & Bus,
2002; Korat et al., 2009; Korat & Shamir, 2007). de Jong and Bus (2002) studied
kindergarten age subjects and concluded with the suggestion that adult-read printed book
formats provided more support for learning story content and phrasing than electronic
text without adult support listened to independently. Furthering de Jong and Bus’s
(2002) findings were Korat et al.’s (2009) claims that interventions using researcherdeveloped ebooks with adult support demonstrated superior reading outcomes than
printed text with adult support or ebooks read independently. Additional research
regarding interventions using electronic books without adult support and printed text with
adult support showed growth for both groups in vocabulary, word recognition, and
phonological awareness skills (Korat & Shamir, 2007). Korat and Shamir’s (2007) results
indicated that independent utilization of ebooks can provide a supportive instructional
reading environment for early readers. Information regarding the influence of adult-
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supported ebook experiences on reading behaviors and overall reading level when adult
support may not be available has the potential to add insight to previous research.
That electronic talking books have the potential to help readers construct meaning
and support reading fluency is well documented (Doty et al., 2001; Grimshaw et al.,
2007; Pearman, 2008). Audio narrative features are important to understanding how
ebooks can support daily instructional practices. Ebooks with narrative mp3 features
allow students access to more difficult text with their assistive features (Doty et al., 2001;
McKenna, 2002). Through narration, illustration, and some animations, these electronic
talking books can support reading comprehension measured by comprehension questions
(Doty et al., 2001). The intonation and pronunciation of the text reduces the burden of
decoding, thereby allowing the reader to devote more attention to processing and
constructing meaning from the text (Doty et al., 2001; Grimshaw et al., 2007; Pearman,
2008). The distinction of the voice presenting the material is important to future studies.
Most audio features fall under two categories: (a) synthetic voice narration (i.e., text-tospeech) or (b) natural voice (i.e., mp3 format). The basic tenet of multimedia learning is
the voice principle (Mayer, 2011, p. 102), suggesting that cognition improves during
multimedia presentations if a natural voice rather than a machine or foreign accented
voice is used (Mayer, 2011). When natural voice is utilized in combination with ebooks,
words and sentences are pronounced and read aloud fluently, providing quality modeling
to allow the reader to concentrate on meaning rather than to focus on decoding
(McKenna, 2002). In the past few decades, audio books have been noted to provide an
effective instructional reading environment for elementary students with disabilities
(Gilbert & Williams, 1996; Gilbert, Williams, & McLaughlin, 1996) and struggling
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readers (Koskinen et al., 2000), promoting fluency. Grimshaw et al. (2007) investigated
nine to eleven year old participants’ comprehension of electronic text with mp3
narrations compared to traditional text books. Evidence suggested that the mp3
narrations supported the readers’ abilities to both retrieve information and to make
inferences, thus improving comprehension. Larson (2010) tested the use of synthetic
voice features in a study of second grade readers and reported that students did not prefer
to use the feature. However, in a study focusing on undergraduate college students, no
significant difference in learning gains was evident when comparing synthetic or natural
voice types (Santally & Goorah, 2012).
The use of ebook features to support reading skill development and
comprehension has also raised concerns for educators and researchers. de Jong and Bus
(2002) suggested that many attractive features of ebooks, like automatic animations
during a read aloud of the text, can distract the reader’s attention. Dundar and Akcayir
(2012) compared ebooks delivered on tablet PC with printed text, and found that fifth
grade students' reading performances, reading speeds, and reading comprehension were
not significantly different. However, the electronic text in Dundar and Akcayir’s study
did remove physical and ergonomic difficulties.
Regardless of the inconsistent findings (Doty et al., 2001; Dundar & Akcayir,
2012; Grimshaw et al., 2007; Larson, 2008; McKenna, 2002; Pearman, 2008),
commonalities within the studies should be noted. Ebooks support various reading skills
when reading with and without reading instructional support. The presence of text
highlights, animations aligned with text, dictionary option with repeat action, narrations,
and a game mode separate from the text mode are advantageous (de Jong & Bus, 2002,
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2003; Grimshaw et al., 2007; Korat & Shamir, 2004, 2008; Larson, 2008; Shamir &
Korat, 2009).
Although past study results (Doty et al., 2001; de Jong & Bus, 2002, 2003;
Dundar & Akcayir, 2012; Grimshaw et al., 2007; Korat & Shamir, 2004, 2008; Larson,
2008; McKenna, 2002; Pearman, 2008; Shamir & Korat, 2009) have produced some
inconsistent results, foundational information regarding the importance of ebooks as
educational tools to promote literacy development is evident. Possible explanations for
the conflicting results might be the features, type of ebook, suitability of the text level,
book choice, or the device from which the ebook was read. Integration of ebooks into the
classroom should be guided by developmental appropriateness (Lamb & Johnson, 2011;
Moody, 2010) as educators using ebooks have the potential to create new teaching and
learning possibilities (Larson, 2010).
Conclusion
The history of reading education and technology integration are not new topics in
education with its attention on beginning reading achievement and technology inclusion.
However, over the past decade the NCLB Act has perhaps increased the focus of
researchers and educators to identify how technology can support or enhance reading
achievement outcomes. Educators have continued to seek possible technology
integration and instructional enhancements opportunities, including emerging
technologies, to provide optimal student reading outcomes. Researchers have been
investigating potential technology integration into reading instruction practices to bring
improved reading outcomes (Wang & Reeves, 2003). According to Harris (2011), printbased strategies assisted reading comprehension when learners utilized multimodal texts.
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In addition Benner et al. (2010) suggested that, as struggling readers become older, they
require well-targeted instruction to support better comprehension. These readers also
require time to practice reading books at their instructional and independent reading
levels (Allington, 2007). Strong support exists for interventions that provide
differentiated instruction (Ankrum & Bean, 2007; Reis et al., 2004; Whitley, 1979).
Researchers have suggested that classrooms providing only grade appropriate reading
materials for reading instruction can be detrimental to student achievement (Ankrum &
Bean, 2007). Successful instruction requires educators to be knowledgeable regarding
technology integration, differentiated instruction, intervention planning, and best
practices. For educators to teach effectively, a deep understanding of the reading process,
student strengths, needs and abilities are also necessary for differentiated teaching
(Ankrum & Bean, 2007).
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CHAPTER THREE: METHODOLOGY
According to the No Child Left Behind Act 2001 (2002), all students should have
reached a proficient level in reading by 2014. In the state of Michigan, the Michigan
Educational Assessment Progress (MEAP) for reading and math begins the formalized
assessment process (Michigan Department of Education, 2013). Currently this process
provides schools with information to assess how well their school's programs and
curriculum are aiding students to attain proficiency on the Common Core Standards and
reading proficiency. Prior to third grade, the state of Michigan allows each school to use
an assessment of its choice to evaluate their students' reading progress and to determine if
their students are making progress towards the Common Core Standards.
In July 2012, Michigan received an ESEA flexibility waiver for the United States
Department of Education allowing Michigan School Accountability Scorecards to replace
the Michigan School Report Cards used to report the schools’ Annual Yearly Progress
(Michigan Department of Education, 2013). Scorecards combine student assessment data
with graduation or attendance rates and compliance with state and federal law
information to replace Annual Yearly Progress report cards. As school districts worked
to meet proficiency targets, educators recognized that the foundational reading skills
necessary to meet reading goals by third grade needed to be developed in the primary
grades. In a longitudinal study, Cunningham and Stanovich’s (1997) research results
indicated that early reading ability was a strong predictor of future academic achievement
outcomes and that changes in students’ reading risk statuses were sustainable over time.
This result was supported by Simmons et al. (2008) longitudinal study of reading risks
for participants in kindergarten through third grade. This information regarding early

75

reading status as it relates to future achievement, along with the formal testing process,
make the acquisition of reading proficiency before students reach the critical third grade
marker imperative.
The purpose of this quantitative, quasi‐experimental pretest‒posttest research was
to explore the significance of using ebooks during reading instruction and practice for
second graders in the classroom. This non‐equivalent posttest only control group design
utilized data collected from reading logs to determine the possibility that the instructional
reading environment influenced reading behavior. Chapter 3 presents an overview of the
methodology used for this study. The appropriateness of the study’s design, hypotheses,
sample population, setting, instrumentation, procedures, and methods of data analysis
will be discussed.
Design
To determine the causality of instructional reading environment influencing
reading level and reading attitude, a quasi‐experimental, pretest‒posttest, non‐equivalent
control group research design was utilized, while a posttest only non‐equivalent control
group design was used to examine reading behaviors in different instructional reading
environments. All students received small group reading instruction and independent
reading practice time in different instructional reading environments: (a) ebooks only in
both instruction and practice, (b) ebooks during instruction, with a choice of ebooks and
traditional books during practice, (c) traditional books during instruction, with a choice of
ebooks and traditional books during practice, and (d) traditional books only in both
instruction and practice.
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Intact classes at a south central Michigan rural elementary school were used for
this study. Prior to the start of the school year, teachers and administrators worked
together to place students in classrooms that balanced academic achievement levels,
discipline issues, and other special needs. The goal of the placement process was to
establish homogeneous classrooms with equal numbers of high, middle, and low
achieving students in each classroom. Because these classrooms were organized in such
a deliberate manor, randomization of students was not possible as is common in
educational research conducted in classroom settings (Kraska, 2010). Thus, the quasiexperimental design was convenient and not very disruptive to the educational setting.
Although random assignment was not possible in the educational setting, the design
employed in this study was acceptable (Gall et al., 2007). Further, quasi-experimental
designs have been used to investigate ebook influences on elementary age students’
reading skills, thus further supporting the use of this design for this study (Chambers et
al., 2011; Doty et al., 2001; Dundar & Akcayir, 2012; Korat et al., 2009). For example,
Korat (2010) utilized a pretest-posttest, quasi‐experimental design to investigate the
extent to which an ebook supported kindergarteners’ and first graders’ language and
comprehension. The pre-experimental, posttest only non‐equivalent control group design
to assess the dependent variable reading behaviors was used as an exploratory approach
to discern whether reading behaviors are worthy of further investigation based on
instructional reading environment.
Threats to internal validity are inherent in studies in which participants cannot be
randomly assigned to groups. Specifically, the selection threat due to non-equivalent
groups was inherent. However, the use of a pretest as a covariate in the statistical
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analysis in this study provided some control for the selection threat to validity due to nonequivalent groups (Kraska, 2010). The use of analysis of covariances (ANCOVAs) with
the pretest scores utilized as covariates to test hypotheses 1 and 2 provided critical
information regarding the possibility that pre‐existing group placement, rather than the
treatment condition, was responsible for differences between groups (Gall et al., 2007).
However, with the posttest only non‐equivalent control group design used to examine
reading behaviors in different instructional reading environments, no covariate was
possible. To control for the selection threat to validity, homogenous groups were used.
Comparison proportion of gender groups for each of the four independent variable levels
via chi-square test of independence was performed to establish that the four reading
environments were homogenous in regards to gender. Homogeneity of gender
distributions across the four instructional reading environments was important to the
study, because the homogeneity helped to assure that the influence of gender did not
confound the measurements between the levels of the independent variable and the
measurement of the dependent variables.
Questions and Hypotheses
Research Questions
R1: Does a statistically significant difference exist in reading level scores among
the instructional reading environments, i.e., (a) ebooks only in both instruction and
practice, (b) ebooks during instruction, with a choice of ebooks and traditional books
during practice, (c) traditional books during instruction, with a choice of ebooks and
traditional books during practice, and (d) traditional books only in both instruction and
practice, while controlling for pretest scores?
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R2: Does a statistically significant difference exist in reading attitude scores
among the instructional reading environments, i.e., (a) ebooks only in both instruction
and practice, (b) ebooks during instruction, with a choice of ebooks and traditional books
during practice, (c) traditional books during instruction, with a choice of ebooks and
traditional books during practice, and (d) traditional books only in both instruction and
practice, while controlling for pretest scores?
R3: Does a statistically significant difference exist in reading behavior among
conditions based on the medium in which second grade readers receive reading
instruction, and read independently and for practice related to the four reading
instructional environments, i.e., (a) ebooks only in both instruction and practice, (b)
ebooks during instruction, with a choice of ebooks and traditional books during practice,
(c) traditional books during instruction, with a choice of ebooks and traditional books
during practice, and (d) traditional books only in both instruction and practice?
Null Hypotheses
H01: A statistically significant difference will not exist in reading level scores as
measured by the DRA2® assessment among the student instructional reading
environments: (a) ebooks only in both instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and traditional books during practice, (c) traditional
books during instruction, with a choice of ebooks and traditional books during practice,
and (d) traditional books only in both instruction and practice, while controlling for
pretest scores.
H02: A statistically significant difference will not exist in reading attitude scores
as measured by the ERAS assessment among the student instructional reading
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environments: (a) ebooks only in both instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and traditional books during practice, (c) traditional
books during instruction, with a choice of ebooks and traditional books during practice,
and (d) traditional books only in both instruction and practice, while controlling for
pretest scores.
H03: A statistically significant difference will not exist in the reading behavior
scores as measured by the total minutes spent (a) pleasure reading in school, and (b)
reading assignments in school, between the student instructional reading environments of
(a) ebooks only in both instruction and practice, (b) ebooks during instruction, with a
choice of ebooks and traditional books during practice, (c) traditional books during
instruction, with a choice of ebooks and traditional books during practice, and (d)
traditional books only in both instruction and practice.
Participants
Demographics and Sampling
The participants for the study were recruited from second grade classrooms from
a rural, Title 1 elementary school located in a town of approximately 8,300 people (CityData, 2012). According to the National Center for Education Statistics (2011), the
school's enrollment in pre‐school through second grade was approximately 389 students.
Of this Title 1 school’s population, approximately 67% of the students were eligible for
free or reduced lunches, which was 19% higher than reported by the state of Michigan
(VanOrman, 2013). The school population's ethnic diversity consisted of 94% Caucasian
students with a Caucasian population of 96 % in the second grade; Hispanic students
accounted for 3% of the student population, with 2% of the second grade students being
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Hispanic, African American students accounted for 3% of the student population, with
2% of second graders being African American. Within this pre-school through second
grade population of students, 18% received language services with 8% of second grade
students receiving language services. About 17% of the pre-school through second grade
student population were eligible for special education services, with 7% of the second
grade population eligible for special education services. The student population at this
rural elementary school ranged from 4 years 10 months to 9 years of age and consisted of
56.9% male students and 43.1% female students (VanOrman, 2013).
Recruitment
The participants were second grade students (N=88) selected from four second
grade classrooms and were a convenience sample. Eighty-eight participants (88%) of the
100 possible participants volunteered to be part of the study. All students participated in
the treatment and control activities as part of their reading curriculum; however, data for
analysis were only collected and analyzed for the 88 volunteers.
Second grade students were identified as a group of interest since past researchers
suggested that even with targeted interventions during the first two years of formal
education, many students struggle to become proficient readers (Begeny et al., 2009).
Yet, in third grade students are expected to read at grade level (No Child Left Behind,
2002), indicating the literacy experiences prior to third grade are critical to the learner.
The researcher recruited participants in the target population by first meeting with the
local principal and second grade teaching team to share the proposed study. The
researcher also presented the study to each second grade classroom. Parental consent
forms were provided to the teacher for distribution to their students; the teachers were
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asked to instruct their students to take the materials home to their parents for consent and
subsequently return the materials to the teachers. Assent forms were provided to the
classroom teachers and distributed to the students requesting their assent to participate.
Consent and assent is explained in more detail in the procedure section.
Once consent and assent were received from the parents and students, the
researcher randomly assigned one classroom of second grade students (n=24) to form a
treatment group using ebooks only, one classroom of second grade students (n=22) to
form a treatment group receiving ebooks during instruction with a choice of ebooks and
traditional books during practice, one classroom (n=23) to form the treatment group
receiving traditional books during instruction with the choice of traditional books or
ebooks during practice, and finally one classroom (n=19) to form the control group using
traditional books both in instruction groups and during practice.
Demographics of Participant Sample
Table 1 displays the demographics of the 88 participants disaggregated by
instructional reading environment. Although within this study’s population,
approximately 67% of the students were eligible of free or reduced lunches (VanOrman,
2013), this information specific to the second grade participants was unavailable.
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Table 1
Frequencies and Percentages of Demographic Variables of Study Disaggregated By
Instructional Reading Environment (N = 88)

Ebook
Only
(n = 24)

Gender
Male
Female
Race
Caucasian
Hispanic
African
American
Language
Services
Yes
No
Special Education
Services
Yes
No

Ebook
Instruction/
Choice
Practice
(n = 22)

Traditional
Book
Instruction/
Choice
Practice
(n = 23)

Traditional
Book Only
(n = 19)

Total
(N = 88)

Freq.

%

Freq.

%

Freq.

%

Freq.

%

Freq.

%

13
11

54.2
45.8

9
13

40.9
59.1

11
12

47.8
52.2

8
11

42.1
57.9

41
47

46.6
53.4

23
1

95.8
4.2

21
0

95.5
0.0

23
0

100.0
0.0

17
1

89.4
5.3

84
2

95.4
2.3

0

0.0

1

4.5

0

0.0

1

5.3

2

2.3

2

8.3

2

9.1

2

8.7

1

5.3

7

8.0

22

91.7

20

90.9

21

91.3

18

94.7

81

92.0

1
23

4.2
95.8

2
20

9.1
90.9

1
22

4.3
95.7

2
17

10.5
89.5

6
82

6.8
93.2

Power Analyses and Needed Sample Size
An a priori power analysis was performed to determine the required sample size
for this study. GPOWER 3.0.10 software (Faul, Erdfelder, Lang, & Buchner, 2007) was
used in this determination. Power is defined as (1-β), where β is the chance of Type II
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error (i.e., one accepts the null hypothesis when it is, in fact, false). At a power of .80,
one has an 80% chance of seeing significance that is truly in the data.
Two analysis of covariance tests (ANCOVA; one each for Hypotheses 1 and 2)
and one analysis of variance test (for Hypothesis 3) were utilized for this study. The
power analysis was performed for an ANCOVA analysis with four independent student
groups of (a) ebooks only for instruction and practice, (b) ebooks for instruction with
ebooks and traditional books for practice, (c) traditional books for instruction with
ebooks and traditional books for practice and, (d) traditional books-only for instruction
and practice. Previous research examining the influence of ebooks on learning indicated a
large effect size for reading comprehension and reading vocabulary (e.g., Macaruso &
Rodman, 2009). However, much of the literature regarding ebooks’ influence on reading
outcomes indicated a small to moderate effect size (e.g., Korat, 2010; Korat & Shamir,
2012; Sharmir & Korat, 2009). Research examining reading attitudes indicated a
moderate to large effect size for instructional reading environment treatments (e.g.,
Fawson, Reutzel, Smith, & Moore, 2009). Yet, other research indicated a small to
moderate effect size for reading attitudes utilizing CD-ROM instructional reading
environments (e.g., Matthew, 1996; Moody, 2007). Thus, an a priori power analysis that
included an alpha level of .05, power of .80, and a medium effect size of f = .25 was
performed. The results indicated that a sample of 201 students would be required to
achieve power at 80%. For a large effect size of f = .40, a sample of 81 records would be
required. A sample size of N=88 was obtained for this study, which was appropriate and
sufficient for this study.
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Setting
The setting was a public elementary school located in a rural area of south central
Michigan. The school had a total K-12 enrollment of approximately 1,730 students, with
389 students Pk-2. This school was located in a small town of approximately 8,211
within a county of approximately 47,000 in southern Michigan (U.S. Census Bureau,
2014). Demographic information indicated the city’s population was 96% White, 1%
Black, 2% Hispanic, less than 1% Asian, and less than 1% American Indian (U.S. Census
Bureau, 2014).
The classroom teachers included one male and three female teachers with a range
of public school teaching experience from 13-20 years. Each teacher had earned a
bachelors and a masters’ degree in elementary education. Three of the four teachers had
taught in the lower elementary school setting for their entire careers, however, one
teacher was completing her second year as a second grade teacher. The ebook only
during instruction and practice treatment was randomly assigned to the classroom of the
male teacher who had 16 years of second grade teaching experience. The ebooks during
instruction, with a choice of ebooks and traditional books treatment was randomly
assigned to the female teacher with only two years of second grade teaching experience
and 13 years overall teaching experience. The traditional books during instruction, with
the choice of ebooks and traditional books during practice treatment was randomly
assigned to the female teacher with 20 years of elementary teaching experience. The
traditional books only during instruction and practice control group was randomly
assigned to the female teacher with 15 years of elementary teaching experience.
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Within each second grade classroom used in the study, the small group reading
curriculum consisted of five instructionally leveled groups per classroom. Instruction
consisted of a before, during, and after reading instruction format. Lessons began with a
review of a teacher-identified skill or strategy or a new book introduction followed by a
first reading or a reread of a familiar book. Lessons were constructed by the teacher to
support effective processing and problem solving through questioning at planned
stopping points during reading. A school-approved small group lesson design format was
followed by each classroom teacher. As part of the school improvement plan, each
second grade teacher had received ongoing training, professional development, and
observation and evaluation on their effectiveness to create and implement small group
reading lessons prior to and during this study. The school principal continued to review
reading lesson plans as part of the building’s improvement plan throughout the study.
This approach helped ensure treatment fidelity. Finally, reading lessons ended with a
story discussion, revisiting text and vocabulary, or with an oral or written comprehension
extension. Comprehension extensions provided the students with opportunities to think
about the story, which deepens understanding. Interventions and assessments were
conducted by the students’ reading teachers and occurred within the self‐contained
classrooms during class time. Interventions were completed in small group settings
within the classroom, five days per week for four consecutive weeks. The small group
reading instruction was completed in the morning hours during the reading block for all
students. Participants were provided reading practice time within the classroom 5 days
per week for the length of the four week intervention. This time was optional reading
practice time for students.
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All four classrooms were the similar except for the independent variable,
instructional reading environments. A detailed description of the four intervention
groups is provided in the procedure section.
Instrumentation
For the reading level assessment, each student was assessed within the classroom
setting. All students were administered the Developmental Reading Assessment 2®
(DRA2®) (Beaver & Carter, 2009) beginning one week prior to and one week following
the intervention, as these assessments are individualized assessments impossible to
complete as a group. The time required to complete each assessment was dependent
upon the reader's reading level and would not allow for all students to be assessed on the
same day. However, each participant completed their individual reading level assessment
within one day, with all assessments completed within a five day period. Reading level
score was a continuous variable construct derived as the DRA2® independent reading
level from the DRA2® instrumentation sub‐scores of oral reading fluency (ORF),
accuracy, and comprehension.
One day prior to the beginning of the treatment, all participants were administered
the Elementary Reading Attitudes Survey (ERAS) (McKenna & Kear, 1990) to assess
reading attitudes. This survey was given after the students returned from their lunch
breaks. Classroom teachers read the directions and questions aloud, then waited for
students to circle their answer before reading the next question. On the final day of the
four week small group reading intervention all participants again completed the ERAS
survey after they returned from their lunch breaks. All participants completed this
assessment using a paper copy. Reading attitude score was a continuous variable
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construct derived from the ERAS (McKenna & Kear, 1990), which consists of 20
statements assessing two components of reading attitude: (a) recreational reading and (b)
academic reading.
All participants were instructed on the use of the Daily Reading Logs prior to the
beginning of the small group reading interventions. Participants had easy access to the
reading logs to allow them to record reading time. Procedures for teachers’ signing the
reading logs were established prior to the intervention. Teachers or trained assistants
checked reading logs throughout the day to validate the students’ records. Logs were
collected at the end of each school week. The total number of minutes students read for
pleasure and assignments were used to measure the dependent variable reading behaviors.
Developmental Reading Assessment® (DRA2®)
The DRA2® is a standardized reading test used to determine the instructional
reading level of an individual (Beaver & Carter, 2009). For this study, it served as the
pretest and posttest assessment tool for identifying independent reading level. Its design
is structured to allow classroom teachers or other trained individuals to administer the
assessment repeatedly within and across multiple school years. Of particular interest to
this study was its ability to (a) determine the student’s independent reading level, (b)
identify reading strengths and weaknesses, (c) inform reading instruction, and (d) monitor
progress in reading (Beaver & Carter, 2010). Using the pretest DRA2® scores,
interpreted according to reading level, independent reading levels were used to assign
students into small reading groups within each classroom. The DRA2® reading levels
were computed according to accuracy percentages and students were grouped according
to their individual performance levels as (a) 93% or lower Intervention/Frustration level,
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(b) 94% Instruction level, (c) 95%-98% Independent level, and (d) 99%-100% Advanced
level. The DRA2® pretest for reading level also provided critical information to the
classroom teachers regarding the readers' strengths and weaknesses for their small group
reading instruction planning. So, in addition to serving as a pretest, DRA2® scores were
used to provide appropriate scaffolding for each student.
The DRA2® assessment establishes a student’s reading comprehension, accuracy,
and oral reading fluency. These scores are analyzed to formulate the individual’s
independent reading level. An assessment criterion has been outlined by Beaver and
Carter (2009) for each of the DRA2® assessments. Text books are “leveled” identifying
student level as “below,” “average,” or “above” levels for each grade level allowing
educators to determine if students are making adequate progress throughout the school
year.
DRA2® - Oral Reading Fluency (ORF) and Accuracy. The Oral Reading
Fluency evaluates the individual’s reading rate and percent of accuracy. Utilizing a
running record oral reading format, ORF scores are assessed on indicators of expression,
phrasing, rate, and accuracy. The four indicators are then summed to derive a score
which ranges from 4 to 16. ORF scores ranging from 4 to 6 indicate that the student is at
an Intervention (below) level. Performance scores from 7 to 10 indicate an Instructional
(at) level and scores from 11 to 14 indicate an Independent (above) level. Expression and
phrasing scores are established by rubric criteria. Performance level for rate and
accuracy are determined according to the words per minute or the accuracy continuum
provided in the DRA2® teacher assessment kit where rate is calculated by the number of
words in the passage multiplied by 60, then divided by reading time in seconds. An
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accuracy percentage is calculated by subtracting the reader’s total number of word errors
from the number of words in the passage, then divided by words in the passage and
multiplied by 100. Accuracy percentages indicate the performance levels as (a) 93% or
lower Intervention/Frustration level, (b) 94% Instruction level, (c) 95%-98% Independent
level, and (d) 99%-100% Advanced level. Combining the expression, phrasing, rate, and
accuracy scores creates the ORF score for a range of 4-16 (Beaver & Carter, 2009).
For lower leveled (levels 4-12) readers’ phrasing, self‐monitoring/self‐
corrections, problem solving unknown words, and accuracy behaviors are assessed, while
readers at levels 14-80 are assessed on accuracy, expression, phrasing, and reading rate.
The DRA2® provides leveled text A, 1, 2, 3, 4, 6, 8, 10, 12, 14, 16, 18, 20, 24, 28, 30, 34,
38, 40, 44, 50, 60, 65, 70, and 80. At each reading level, the administrator selects from
two to three leveled text possibilities. Depending on the reader's age and instructional
level, scoring procedures vary. For the younger readers, reading the lower leveled text,
the administrator models reading prior to the student reading the text. Students predict
outcomes for the mid‐leveled text based on illustrations and then read the entire text.
Upper level readers are only required to read a preselected portion of the text (Beaver &
Carter, 2010). During the reading, the administrator notes the student’s reading
behaviors in a running record and records the length of time required to complete the text
in minutes:seconds format.
DRA2® - Comprehension. A student’s comprehension is measured by story
retelling and story understanding. Key criteria included are main idea, important facts,
characters, sequenced events, or topic information (Beaver & Carter, 2009). Rubrics are
provided to assess level of comprehension performance for each assessment. At each
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level of performance, Intervention/Frustration, Instructional, Independent, and Advanced,
expectations of retelling information increases. The administrator uses the suggested
percentages on the supplied rubrics, introducing the students to each level of text until
they fall below the percentage for their level of reading, for example, fall below 91% on
level 2.
DRA2® - Independent Reading Level. By analyzing the information from the
accuracy, ORF, and comprehension scores determines overall independent reading level.
Independent reading level is described as the reader’s ability to engage with text
independently without adult assistance. Students achieving an independent reading level
of 38 and above are identified as above the expected grade level for the end of their
second grade school year. Independent reading text level scores of 28 to 34 are
considered at grade level or level 24 and below scores are identified as below grade level.
At each text level, performance level is identified as Intervention/Frustration,
Instructional, Independent, or Advanced level for the individual student. Instructional
performance level indicates the reader’s ORF or comprehension score is within the
Instructional range. Independent level requires both ORF and comprehension to be
within the Independent range and advanced performance requires Advanced level scores
in both ORF and comprehension. If the reader’s overall reading levels indicate that the
reader is at an advanced level, then the assessor will move to the next level of text to
determine the reader's independent reading levels. Likewise if the reader's score indicates
that the assessment text is at a frustration level, the assessor will continue the evaluation
process with a text that is below the current assessment text level. This process continues
until the reader's independent and instructional levels are determined. Possible scores of
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the DRA2® independent reading level are A-80, with scores of 28-34 indicative of
reading at the second grade level. Higher DRA2® scores are indicative of higher reading
levels of students.
Reliability of DRA2® instrumentation. According to Beaver and Carter (2010),
reliability testing for the various DRA2® components was conducted for internal
consistency, parallel equivalency reliability, test-retest reliability, and inter-rater
reliability. Analyses indicated reliability between Oral Reading Fluency and
Comprehension at all levels to be moderate to high, ranging from .50 to .80. Equivalency
across text was established as well as test-retest reliability and inter‐rater reliability.
Inter-rater reliability had raters agreeing 66% to 72% of the time on Oral Reading
Fluency and Comprehension respectively (Beaver & Carter, 2010). Internal consistency
reliability of the DRA2® instrumentation with the sample used in this study (N = 88)
could not be computed. This is because only aggregate scores, not scores for each
individual item of the DRA2®, were included in the study dataset.
Validity of DRA2® instrumentation. Validity was established through assessing
face validity, criterion-related validity, including concurrent and predictive validity, and
construct validity (Beaver, & Carter, 2010). Face validity was rated as high. Criterionrelated validity was reported on two categories, concurrent and predictive. Concurrent
validity compares the assessment results of the current assessment with other assessments
performance concurrently (Beaver & Carter, 2010). No significance on comparison tests
was found for concurrent validity yielding correlation scores of .60 to .70. Predictive
validity involves comparing the current performance assessment with other performance
assessments obtained at a later time (Beaver & Carter, 2010). For the DRA2® predictive
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validity yielded coefficient scores of .63 and .60 for ORF and Comprehension. Construct
validity testing indicated a high correlation between Oral Reading Fluency and overall
score as well as the Comprehension section and score (Beaver & Carter, 2010).
Elementary Reading Attitude Survey (ERAS)
To determine the students' attitudes towards reading, the ERAS (McKenna &
Kear, 1990), which consists of 20 statements assessing two components of reading
attitude, (a) recreational reading and (b) academic reading, was administered utilizing the
pretest as a covariate and a posttest. A pictorial rating scale utilizing the Garfield cartoon
character depicting various emotions on a four point scale followed each statement. The
expressions ranged from "very happy" to "very upset." Students circled the picture that
best represented their attitudes for each statement. The most negative score to the most
positive score are quantified by assigning 1 to 4 points respectively. Scores on each of
the two subscales represent a range from 10 to 40 total points with a total scale sum
maximum equaling 80 points. Statements 1 to 10 relate to attitude towards recreational
reading while statements 11 to 20 relate towards academic reading aspects. For this
study of the students’ overall reading attitudes, the composite scores were utilized.
Higher ERAS scores were indicative of a more positive reading attitude.
Reliability and validity of ERAS instrumentation. The norms for the ERAS
were developed based on a standardization sample of 18,138 students in grades 1-6 from
38 states. Within this study the internal consistency coefficients for the two subscales
and the composite score ranged from .74 to .89 (McKenna & Kear, 1990). A series of
tests by which the students were grouped according to various criterion variables
provided construct validity evidence. Both recreation and academic subscales were
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found to be moderately correlated (r = .64) (McKenna & Kear, 1990). In a study
conducted by Worrell et al. (2007), the reliability and structural validity of the scores on
the ERAS were found to have satisfactory correlations between the two subscales (r =
.62) across elementary grades and reading levels. Evidence suggests that ERAS is a
reliable instrument for measuring recreational and academic reading attitudes of first
through sixth graders (Allen et al., 1992; McKenna et al., 1995). Internal consistency
reliability of the ERAS instrumentation with the sample used in this study (N= 88) could
not be computed. This is because only aggregate scores, not scores for each individual
item of the ERAS, were included in the study dataset.
Self‐report Reading Logs
Reading behaviors for assigned and practice independent reading were recorded
utilizing self‐report reading logs recording the number of minutes read each day as well
as the book title and author’s name, similar to data reported in the study by Anderson et
al. (1988). The possible range of minutes could be 0 to 1 and above with greater numbers
of minutes indicative of a student’s spending longer amounts of time reading. To better
assess time spent reading for pleasure, reading logs distinguished between assigned
reading books and books read by choice (cf. Taylor et al., 1990). Daily log entries were
tabulated and calculated in two ways: total number of minutes spent for reading practice
in school and for assigned reading in school. Using these data, the researcher looked at
relationships between assigned and practice reading. Classroom teachers reviewed daily
classroom reading logs. By signing the reading logs each day, teachers verified that
students engaged in reading for the time recorded. The total number of minutes students
read was used as the dependent variable in Hypothesis 3.
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Procedures
After the researcher's proposal was approved by the dissertation committee, IRB
approval for the study was sought. Following IRB approval (Appendix A) the researcher
received school approval (Appendix B), then worked with the study location principal to
present the study to teachers, paraprofessionals, parents, and students.
To begin the study, the researcher met with the local principal and second grade
teaching team to share the proposed study and to respond to questions. Following her
presentation to teachers, the researcher provided each teacher with parent letters and
consent forms to be sent home for parental consideration (Appendices C and D). The
consent forms described the study accompanied by a parent letter inviting parents to
attend an informational meeting where the researcher could discuss the study and answer
questions. The informational meeting was provided at two different times to
accommodate parents’ schedules. Parents were asked to return consent forms to the
classroom teacher. All consent forms were placed in a sealable envelope provided to
them by the researcher. Sealed envelopes containing the consent forms were taken to the
school office for the researcher to collect. Upon receiving parental approval, the
researcher, in the presence of the classroom teacher, explained the study to the students
and requested their assent to participate in the study. Following the explanation of the
study, the researcher left the classroom. The assent forms were distributed by the
classroom teacher and read aloud (Appendix E). Students indicated on the assent form
their willingness to participate by placing an X next to the word yes or no and signing
their names. All assent forms were collected, placed in the sealable envelope and taken
to the school office for the researcher to collect.
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After parental consent and assent from the students were obtained, the researcher
provided a training session for all second grade teachers. Training sessions were offered
to control for instrumentation threat to validity and treatment fidelity. The training
session was conducted in a two-part format. The first part of the training lasted 30
minutes. It reviewed the small group reading format, practice reading time expectations,
and reading logs procedures that all four groups followed. An additional one-hour
training session followed providing a review of iPads and ©Raz-Kids (http://www.razkids.com/) ebooks to be used in this study. The second part of the training time focused
on the use of iPads for accessing ©Raz-Kids ebooks. It should be noted that all teachers
participated even though the control group's teacher would not use ebooks in her
instructional reading environment. This was completed so that the control group teacher
would be able to include ©Raz‐Kids ebook instruction into the classroom instructional
reading environment following the study if desired and to reduce treatment diffusion.
©

Raz‐Kids is an interactive ebook website accessible through a paid subscription with

access to over 100 titles grouped according to reading level.
All titles had three viewing options: (a) listen and read, (b) read with links to
glossary and selected words pronunciation, or (c) record your reading. Each viewing
option had highlighted text features and comprehension quizzes.
Training sessions began by presenting teachers with their classroom sets of iPads,
preloaded with the ©Raz‐Kids app. The researcher guided teachers through accessing
steps, followed by a viewing of the site’s teacher tutorial. Teachers then reviewed their
classroom rosters and reading level limits for each student. These reading level limits
were previously set up by the researcher according to the reading level information
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provided by each classroom teacher. Following the DRA2® pretest assessments, reading
limits were adjusted to reflect these students' reading levels if different than the teacher
indicated. The reading limits correlated with the students’ individual reading levels,
allowing students to access book titles that were at or below their individual instructional
level. After rosters were reviewed, teachers viewed the student tutorial they used to
introduce ©Raz‐Kids to their students. The researcher provided guidance during this time
until all teachers expressed a level of confidence and comfort with the hardware and
software. Each treatment classroom was provided a classroom set of iPads to allow each
student a personal hand held reading device. The charging and storage of the devices was
determined by the classroom teacher with the stipulation that during the school day,
students had access to these devices for reading practice as they would traditional books.
During small group instruction, teachers of the treatment groups followed the same
instructional guide and lesson planning format as the control group. Students brought
their iPads to the reading table similarly to the control group bringing their traditional
books to their small group. All groups followed the same before, during, and after
reading format. For treatment groups, the teachers asked students if they had any
questions regarding accessing features of the ebooks. The day prior to the beginning of
the study, students were assigned iPads, labeled with their identification. As a whole
class, the teacher guided the students through the steps for handling the devices, storage,
accessing ©Raz‐Kids ebooks as well as explained how to use the ebooks. Students
viewed a supportive tutorial for using the site’s ebooks followed by a guided practice for
accessing ebooks and the features available for use. Each student in the (a) ebooks only
in both instruction and practice, (b) ebooks during instruction, with a choice of ebooks or
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traditional books during practice, and (c) traditional books during instruction, with a
choice of ebooks or traditional books during practice groups was given a login
identification and password. The interactive features of the ebooks, such as electronic
page turning, highlighted text, read-aloud, read on your own, recording option,
comprehension checks, text enlargement, and pause option were introduced to the
students by their classroom teachers. Time was provided for questions as students
explored the site through their personal profiles. Note that this condition differed from
the ebook condition from some previous studies (de Jong & Bus, 2002; Jones & Brown,
2011; Korat & Blau, 2010) in that instructional reading level texts specific to each
individual's reading level were provided.
Reading instructional groups were established prior to the beginning of the
intervention. One week prior to the intervention’s beginning, the researcher administered
the DRA2® to all second grade participants with a trained DRA2® assessment teacher
reviewing the process. Based on the covariate of pretest DRA2® scores of all groups,
treatment and control group teachers assembled small reading instructional groups within
their classrooms according to similar instructional reading level. Small groups consisted
of three to six students per group depending of the needs of the students. Students
participated in a five day per week, 15 minutes per day small group reading instruction
and five days per week independent practice time for a period of four weeks. Small
reading instructional groups were utilized by all classroom teachers. Placement was
based on reading levels. Through ongoing assessments these groups changed to reflect
the growth of the reader throughout the school year. However, the covariate of DRA2®
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pretest scores revealed accurate intact small group placement for most students. Prior to
the study only 2 students changed small groups.
During small group instruction, teachers focused on before, during, and after
reading strategies to increase comprehension as well as on metacognitive skills through
the use of questioning. Metacognition is defined as the reader’s awareness and/or an
ability to analyze the reading for the purpose of effective comprehension (Othman,
Darussalam & Darussalam, 2010). Therefore, self-monitoring and checking for
understanding during reading supports meaning construction, increases comprehension,
and develops text evaluation skills (Wichadee, 2011). All groups followed the same
small group instructional format (Appendix F) and lesson guidelines (Appendix G).
Instructional materials for small group instruction and practice times were individually
leveled to meet the students’ needs. The only difference among groups was the text
format. When new text was introduced, the students took a picture walk, discussed the
illustrations, addressed potential difficult words drawing on phonemic awareness skills,
and made predictions. The teachers set the stage for reading by identifying the purpose
for reading. During the reading, the teacher asked prediction questions, checked for
understanding and promoted reading strategies to assist students when difficulties arose.
After the reading, students discussed main ideas, characters and important details, or
revisited predictions, drew conclusions, and made inferences.
Making text-self-connections both before and after reading assists comprehension
and schema development. During reading questioning promotes self-monitoring, while
questioning after reading provides an informal assessment of student strengths and
weakness to guide future lesson development. For example, in checking for
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understanding before reading a book about hermit crabs, the teacher helps build and
assess prior knowledge by questioning students, asking them what they think they know
about hermit crabs and what experience provided them with this information. During the
reading, the teacher may stop to check for understanding and model a metacognition
strategy by saying, “I wonder…” After the reading, the teacher may stimulate deeper
understanding by asking what they think will happen next.
Following the small group work, students returned to their seats with their
personal hand held reading devices (iPads) or traditional books. The same books were
available in both formats. Access to leveled familiar and new books for independent
practice was available throughout the day as an assigned reading and choice activity.
Although students had assigned in class independent reading three days per week for 25
minutes, practice reading time was a choice activity allowed anytime students finished
work prior to the next lesson, free time during indoor recess, or center time. During the
independent reading portion of the day, students were required to practice reading their
small group books by repeat reading before they could select additional books for
reading. While using ebooks, participants were able to use the audio, to use the listenwhile-reading and comprehension check features, and to click on difficult words while
reading to hear words pronounced for them to support comprehension and fluency. In
addition, assistance from an adult or peer was available for technical support. Students in
the control group were provided similar support from an adult by raising their hand for
assistance as needed while reading traditional books. For example, adults assisted
students with decoding, word meaning, and clarification of text meaning if needed. Note
that because these students have been exposed to iPads for the past two years, the novelty
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of this tool should not be a factor. However, iPads have not been used for intentional
reading instruction. Consequently, all classroom teachers continued to utilize iPads
throughout the day as they were doing prior to commencement of the study.
One day prior to the beginning of the intervention, all students completed the
ERAS (McKenna & Kear, 1990) following their lunch periods. Teachers followed the
test administration guide accompanying this survey. Participants were also provided with
their individual reading logs (Appendix H) with an explanation of use and storage by the
classroom teacher.
On day one of the study, small group reading instruction began with the
instructional reading environment for which the classroom had been randomly assigned.
Treatment groups and the control group continued with the same reading format and
daily schedule that had been followed by teachers throughout the year. For the control
group, access to individually leveled books was available similar to ebook access. The
control group read appropriately leveled text during small group, assigned, and practice
reading times. Storage and access of the traditional books was similar to access and
storage of the iPads.
Ongoing assessments included bi‐weekly running records to monitor participants'
instructional reading levels so that instructional materials were provided continuously at
the appropriate reading levels. Text selections for reading instruction included
instructional level texts for each group following a guided reading, repeated reading
format. Small group instruction followed the same 15 minute format for both the
experimental and control groups and lasted a total of 4 consecutive weeks. On the final
day of the intervention, students completed the ERAS (McKenna & Kear, 1990)
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following their lunch periods. At the conclusion of this day teachers collected the
students’ reading log sheets for the week. DRA2® testing began the following school day
with different equivalent forms of the DRA2® than used for the pretests. Testing was
completed within one week by the researcher and reviewed by a trained DRA2®
assessment teacher following the four week intervention.
Data Analysis
An ANCOVA was performed to test the null hypothesis that no statistically
significant difference existed in reading level scores, as measured by the DRA2® (Beaver,
& Carter, 2010) of second grade students based on instructional reading environment
while controlling for preexisting differences in reading level. ANCOVA is useful when
the researcher wants to control for initial differences between groups before a comparison
of the within-group variance and between-group variance is made (Gall et al., 2007). “In
quasi experiments, it adjusts for a group difference with respect to that covariate, thereby
adjusting the between-group difference on Y for confounding variables” (Van Breudelen,
2011, p. 21). In addition, ANCOVAs have been used in many quasi-experimental studies
to investigate the effectiveness of a treatment to increase reading levels (e.g., Chambers
et al., 2011; Doty et al., 2001). These past studies support the use of ANCOVA as the
choice for analysis.
An ANCOVA was also performed to test the null hypothesis that no statistically
significant difference existed in reading attitudes scores, as measured by the Elementary
Reading Attitude Survey (ERAS; McKenna & Kear, 1990) of second grade students
based on instructional reading environment while controlling for preexisting differences
in reading attitudes. ANCOVA is useful to the researcher for reasons indicated above. In
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addition, ANCOVAs have been used in many quasi-experimental studies to investigate
the effectiveness of a treatment for reading attitudes (e.g., Fawson et al., 2009; Matthew,
1996). These past studies support the use of ANCOVA as the choice for analysis.
An ANOVA was performed to test the null hypothesis that no statistically
significant difference existed in reading behaviors, as measured by the total number of
minutes students read for pleasure and/or assignments indicated on reading logs, of
second grade students based on instructional reading environment. ANOVA is useful
when the researcher wants to compare the amount of between-groups difference in
individuals’ scores with the amount of within group difference (Gall et al., 2007). In
addition, ANOVAs have been used in posttest only non‐equivalent control group design
studies that investigate the effectiveness of a treatment to examine reading behaviors
(e.g., Anderson et al., 1985). These past studies support the use of ANOVA as the choice
for analysis with one dependent variable and one independent variable, instructional
reading environment, with multiple groups.
Statistical procedures of the study included analysis of covariance tests
(ANCOVA) to test null hypotheses 1 and 2 and an analysis of variance (ANOVA) to test
null hypothesis 3. Prior to conducting the ANCOVA tests, the assumptions of absence of
outliers, normality of the covariates and dependent variables, homogeneity of variances,
linearity, and homogeneity of regression slopes were tested. Internal consistency
reliability for the DRA2® and the ERAS were not assessed as data collected was total
scores, item by item data was not collected. However, as previously noted in the
instrumentation section, the DRA2® and the ERAS are both reliable instruments. Prior to
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conducting the ANOVA test the assumptions of absence of outliers, normality of the
dependent variables, and homogeneity of variances were tested.
None of the 88 records were missing data. Outliers in a dataset have the potential
to distort results of an inferential analysis. A check of boxplots for all three dependent
variables constructs of (a) post DRA2® reading level scores, (b) post ERAS scores, and
(c) total time spent reading in minutes, as well as the covariates of (a) pre DRA2® reading
level scores and (b) pre ERAS scores were performed to visually inspect for outliers. The
boxplots indicated that none of the variables contained more than 5% outliers. The
variables were standardized to check for the presence of extreme outliers (z-score of +/3.3), and none were noted. A check of the mean values and 5% trimmed mean values for
all dependent variable constructs of (a) post DRA2® reading level scores, (b) post ERAS
reading attitudes scores, and (c) total time spent reading in minutes, and two covariates of
(a) pre- DRA2® reading level scores and (b) pre ERAS reading attitudes scores did not
indicate large differences in values. Additionally, the mean and median were close in
value for each of the scores, another indication that outliers were not adversely impacting
the data distribution. It was therefore determined that all cases would be retained for
analysis and that the absence of outlier assumption was met for all three dependent
variables.
Normality for the scores of the three dependent variables and the two covariate
variable constructs were investigated. The Shapiro-Wilks test (S-W test) was used to
assess normality for each variable since it is appropriate for small sample sizes (n< 50).
The S-W test indicated that the covariates and two of the three dependent variables, post
DRA2® reading level scores and post ERAS reading attitudes scores were not normally
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distributed (p<.01). The dependent variable of post reading behavior total reading time
was normally distributed according to the S-W test (p=.08). However, normality tests,
including the S-W test, are conservative (Tabachnick & Fidell, 2007). Thus, further
investigation of normality was done via a visual check of frequency histograms, and
Normal Q-Q plots for the distributions of the DRA2® and ERAS dependent variables.
The plots indicated that the post DRA2® reading level scores and the pre DRA2® reading
level scores used as the covariates were mildly/moderately negatively skewed. A
comparison of the mean, 5% trimmed mean, and median relating to each of the variable
constructs indicated numbers close in value on the mean, 5% trimmed mean, and median
across the measures. ANCOVA and ANOVA are robust to mild to moderate violations
of normality when the assumption of equal variances is met (Kozak, 2009). Therefore,
this assumption violation was not of concern and the researcher continued with the
planned parametric analyses and made no data transformations.
Homogeneity of variances among the reading groups was investigated for each of
the three dependent variables using Levene’s test. The assumption of the homogeneity
of variance is tenable based on the results of the Levene’s test of equality of error for the
post DRA2® reading level scores, post ERAS reading attitudes scores and reading
behaviors total reading time.
A visual inspection of scatterplots was preformed to investigate the assumptions
of linearity between the dependent variables of (a) post DRA2® reading level scores and
(b) post ERAS reading attitudes scores, and the two covariate variables of (a) preDRA2® reading level scores and (b) pre ERAS reading attitudes scores. The assumption
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of linearity was met as evident by the scatterplots, which showed a linear relationship
between the variables.
The assumption of homogeneity of regression slopes was investigated between
the dependent variables of (a) DRA2® reading level scores and (b) ERAS reading attitude
scores, and the two covariates of (a) pre DRA2® reading level scores and (b) ERAS
reading attitude scores. The assumption of homogeneity of regression slopes was tenable
for the DRA2® as the interaction between the pre DRA2® reading level scores and the
post DRA2® reading level scores was not statistically significant; however, the
assumption of homogeneity of regression slopes as the interaction between the pre ERAS
reading attitudes scores and the post ERAS reading attitudes score was statistically
significant. Thus, it was determined that the ANCOVA analysis would be utilized as
planned.
SPSS v.20 was used for all descriptive and inferential analyses. All inferential
tests for the hypotheses addressing the research questions of the study were set at a 95%
level of significance (reject the null hypothesis if p < .05). Post hoc analyses was tested
with a Bonferroni adjusted alpha level of .0125 (.05/4) to investigate which pairs of
instructional reading environments statistically significantly differed on the post reading
level and reading attitude scores. The Bonferroni adjustment allowed for control of
possible Type I error due to the repeated testing of the dataset during post hoc analyses.
Effect sizes were assessed to determine the magnitude of the relationship between the
independent variables as relates to the mean differences on the dependent variables using
partial eta squared.
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CHAPTER FOUR: FINDINGS
The purpose of this quantitative, quasi-experimental, pretest-posttest non‐
equivalent control group design research was to explore the effect of using ebooks during
reading instruction and practice for second graders on reading level and reading attitudes.
A posttest only non‐equivalent control group design explored the effect of using ebooks
during reading instruction and practice for second graders on reading behaviors.

The

research questions of this study were as follows:
R1: Does a statistically significant difference exist in reading level scores among
the instructional reading environments, i.e., (a) ebooks only in both instruction and
practice, (b) ebooks during instruction, with a choice of ebooks and traditional books
during practice, (c) traditional books during instruction, with a choice of ebooks and
traditional books during practice, and (d) traditional books only in both instruction and
practice) while controlling for pretest scores?
R2: Does a statistically significant difference exist in reading attitude scores
among the instructional reading environments, i.e., (a) ebooks only in both instruction
and practice, (b) ebooks during instruction, with a choice of ebooks and traditional books
during practice, (c) traditional books during instruction, with a choice of ebooks and
traditional books during practice, and (d) traditional books only in both instruction and
practice) while controlling for pretest scores?
R3: Does a statistically significant difference exist in reading behavior among
conditions based on the medium in which second grade readers receive reading
instruction, and read independently and for practice as related to the four reading groups
of (a) ebooks only in both instruction and practice, (b) ebooks during instruction, with a
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choice of ebooks and traditional books during practice, (c) traditional books during
instruction, with a choice of ebooks and traditional books during practice, and (d)
traditional books only in both instruction and practice?
The corresponding null hypotheses using the analysis of covariance (ANCOVA)
and the analysis of variance (ANOVA) procedures included:
H01: A statistically significant difference will not exist in reading level scores as
measured by the DRA2® assessment among the student instructional reading
environments: (a) ebooks only in both instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and traditional books during practice, (c) traditional
books during instruction, with a choice of ebooks and traditional books during practice,
and (d) traditional books only in both instruction and practice while controlling for
pretest scores.
H02: A statistically significant difference will not exist in reading attitude scores
as measured by the ERAS assessment among the student instructional reading
environments: (a) ebooks only in both instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and traditional books during practice, (c) traditional
books during instruction, with a choice of ebooks and traditional books during practice,
and (d) traditional books only in both instruction and practice, while controlling for
pretest scores.
H03: A statistically significant difference will not exist in the reading behavior
scores as measured by the total minutes spent (a) pleasure reading in school, and (b)
reading assignments in school, between the student instructional reading environments of
(a) ebooks only in both instruction and practice, (b) ebooks during instruction, with a

108

choice of ebooks and traditional books during practice, (c) traditional books during
instruction, with a choice of ebooks and traditional books during practice, and (d)
traditional books only in both instruction and practice.
In Chapter 4, the results are presented. This chapter is divided into five sections
(a) sample population and demographic findings, (b) instrumentation and descriptives (c)
assumptions (d) inferential analyses, and (e) summary. The chapter concludes with a
summary of the results. SPSS v22.0 was used for all descriptive and inferential analyses.
Sample Population and Demographic Findings
The study included students from four second grade classrooms in a public
elementary school located in a rural area of south central Michigan.

Data from 88

students were included in this study. Forty-seven (53%) females and 41 (47%) males
participated. The ebooks only group had 11 (46%) female participants and 13 (54%) male
participants. The traditional books only group had 11 (58%) female participants and 8
(42%) male participants. The ebooks with a choice group had 13 (59%) female
participants and 9 (41%) male participants. The students in the traditional books with a
choice group had 12 (52%) female participants and11 (48%) male participants. Table 2
presents the frequency and percentages of the student demographics for each of the
instructional reading groups.
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Table 2
Frequencies and Percentages of the Gender Groups According to Instructional Reading
Environment (N = 88)
Females

Males

Total

Instructional
Reading
Environment

Frequency

%

Frequency

%

Frequency

%

Ebook only

11

12.5

13

14.8

24

27.3

Ebook
instruction/choice
practice

13

14.8

9

10.2

22

25.0

Traditional book
instruction/choice
practice

12

13.6

11

12.5

23

26.1

Traditional book
only

11

12.5

8

9.1

19

21.6

Total

47

53.4

41

46.6

88

100.0

Since gender differences have been identified for student reading level and
attitude (National Center for Education Statistics, 2013; Worrell et al., 2007),
investigation was necessary. A chi-square test for independence was performed to
examine the proportion of gender across the instructional reading groups. Results
indicated no statistically significant association between gender and the instructional
reading groups [2(3) = 1.01, p = .800]. Non-significant results for the chi-square test of
independence indicated that gender proportions did not differ across reading groups. A
series of independent sample t-tests were also performed to investigate mean differences
on the scores of the pretest covariates DRA2® and ERAS based on gender. The results
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were not statistically significant for any of the comparisons (p > .05). Males and females
did not significantly differ on reading level or reading attitudes, indicating there was no
need to include gender as a control variable in the ANCOVA and ANOVA procedures.
Table 3 presents the means and variability by gender for dependent variables pre DRA2®
and ERAS.
Table 3
Means and Variability by Gender for the Variable Constructs of the Study
Female (n = 47)
Dependent variable

Male ( n = 41)

M

SD

M

SD

DRA2® independent reading level
Pre

22.00

7.39

21.78

6.79

ERAS reading attitude score
Pre

62.68

11.50

59.93

13.06

Instrumentation and Descriptives
Two reading assessment instruments were used in the study (a) Developmental
Reading Assessment (DRA2®), and (b) Elementary Reading Attitude Survey (ERAS). A
researcher designed measure, the student self-report reading log, was used in the study to
assess reading behaviors.
Developmental Reading Assessment (DRA2®). The DRA2® is a standardized
reading test used to determine the instructional reading level of an individual (Beaver &
Carter, 2009). For this study, DRA2® served as the pretest-posttest assessment tool for
identifying independent reading levels. The DRA2® was composed of three subscales
oral reading fluency, accuracy, and comprehension. The composite DRA2® was used in
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this study. Possible scores of the DRA2® independent reading level were 1 - 44, with
scores of 18-28 indicative of reading at the second grade level. Higher DRA2® scores
were indicative of higher reading levels of students. The DRA2® posttest scores were
used as the dependent variable in Hypothesis 1. The DRA2® pretest scores were used as
the covariate in Hypothesis 1. Table 4 presents the frequency and percentages of the pre
DRA2® levels and post DRA2® levels, disaggregated by the four groups. Students
achieving an overall DRA2® score of 24 or below were identified as “below” grade level.
Students achieving an overall DRA2® score of 28 to 30 were classified as “at” grade
level. Students achieving an overall DRA2® score of 34 or above were identified as
“above” grade level.
Table 5 presents the measures of central tendencies and the variability for each
instructional reading environment group for pre DRA2® raw scores and the adjusted and
unadjusted marginal means and the associated standard errors for the estimated marginal
means of the post DRA2®. The traditional books only group had the highest average post
DRA2® scores (M = 25.42, SD = 8.49), and the ebooks with a choice group had the
lowest average post DRA2® scores (M = 22.91, SD = 8.79). Figure 1 presents a graphical
representation of the mean pre DRA2® and post DRA2® scores by each instructional
reading environment.
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Table 4
Frequencies and Percentages of the Demographic Variables of the Study (N = 88)
Pre DRA2®
Freq
%

Instructional reading environments/ levels

Post DRA2®
Freq
%

Ebooks only ( n= 24)
Below grade level (24 or below)
At grade level (28 to 30)
Above grade level (34 or above)

14
10
---

15.9
11.4
---

9
12
3

10.2
13.6
3.4

Ebook instruction/choice practice ( n= 22)
Below grade level (24 or below)
At grade level (28 to 30)
Above grade level (34 or above)

18
4
---

20.5
4.5
---

13
5
4

14.8
5.7
4.5

Traditional book instruction/choice practice ( n= 23)
Below grade level (24 or below)
At grade level (28 to 30)
Above grade level (34 or above)

17
6
---

19.3
6.8
---

11
9
3

12.5
10.2
3.4

Traditional book only ( n= 19)
Below grade level (24 or below)
10
11.4
7
8.0
At grade level (28 to 30)
7
8.0
9
10.2
Above grade level (34 or above)
2
2.3
3
3.4
Note: The pre and post DRA2® scores were continuous variables. However, in order to
look at the levels, the scores were aggregated into three levels: “below,” “at,” and
“above.” Therefore, since the pre and post DRA2® scores were aggregated, they are now
nominal (or categorical) instead of continuous.
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Table 5
Measures of Central Tendency and Variability for DRA2® Independent Reading Level Score, with
Adjusted and Unadjusted Marginal Means and Standard Error (N = 88)

Pre-test
SD Mdn

Post-test Unadjusted
M
SD Mdn Range

Range

Post-test
Adjusted
MADJ SEADJ

Variable

M

Ebook only
(n=24)

21.67

7.77

24

4-30

24.50

8.87

28

4-38

24.75

0.52

Ebook
instruction/
choice
practice
(n=22)

19.45

6.96

21

8-28

22.91

8.79

22

8-38

25.59

0.55

Traditional
book
instruction/
choice
practice
(n=23)

22.61

4.41

20

14-30

25.39

5.83

28

14-34

24.61

0.53

Traditional
book only
(n=19)
24.16 8.43 24
3-40
25.42 8.49 28
3-40
22.94 0.59
Note. M = Mean; SD = Standard Deviation; Mdn = Median; MADJ = Adjusted Mean; SEADJ =
Adjusted Standard Error.
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Figure 1. Growth Percent of DRA2 Scores
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Figure 1. Bars represent the mean reading levels for the pre-intervention DRA2® reading
levels and post-intervention DRA2 reading levels by reading environment and the lines
represent the growth percent between pre and post scores.

Elementary Reading Attitude Survey (ERAS). The ERAS was used to
determine the students’ attitudes towards reading. The ERAS (McKenna & Kear, 1990),
which consisted of 20 statements assessing two components of reading attitude, (a)
recreational and (b) academic reading, was administered as a pretest and posttest. Scores
on each of the two subscales represented a range from 10 to 40 total points with a total
scale sum maximum equaling 80 points. Students’ overall reading attitude posttest scores
were used as the dependent variable in Hypothesis 2. The ERAS pretest scores were used
as the covariate in Hypothesis 2. Higher ERAS scores were indicative of a more positive
reading attitude.
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The traditional books only group had the highest average post ERAS scores (M =
76.05, SD = 6.20) and the ebooks with a choice group had the lowest average post ERAS
scores (M = 57.95, SD = 15.48). Table 6 presents the measures of central tendencies and
the variability for each instructional reading environment groups for pre ERAS raw
scores and the adjusted and unadjusted marginal means and the associated standard errors
for the estimated marginal means of the post ERAS. Figure 2 presents a graphical
representation of the mean pre ERAS and post ERAS scores by each instructional reading
environment and the growth percent between pre and post scores.
Table 6
Measures of Central Tendency and Variability for the Variable of ERAS Independent Reading Level Score,
with Adjusted and Unadjusted Marginal Means and Standard Error (N = 88)

Pre-test
SD
Mdn

Post-test Unadjusted
M
SD
Mdn Range

Range

Post-test
Adjusted
MADJ SEADJ

Variable

M

Ebook only
(n=24)

56.58

11.65

58.5

29-80

61.67

10.29

63.0

38-74

64.12

1.95

Ebook
instruction/
choice
practice
(n=22)

60.18

12.19

61.0

29-80

57.95

15.48

60.5

21-80

58.57

1.99

Traditional
book
instruction/
choice
practice
(n=23)

59.83

11.77

58.0

36-80

66.91

9.08

67.0

44-80

67.71

1.95

Traditional
book only
(n=19)
70.79
9.00
69.0
51-80
76.05
6.20
80.0
63-80
71.27 2.29
Note. M = Mean; SD = Standard Deviation; Mdn = Median; MADJ = Adjusted Mean; SEADJ = Adjusted
Standard Error.
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Figure 2. Growth Percent of ERAS Scores
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Figure 2. Bars represent the mean reading attitudes for the pre-intervention ERAS
reading attitude scores and post-intervention ERAS reading attitude scores by reading
environment and the lines represent the growth percent between pre and post scores.

Reading Logs. A third measure used in the study was a researcher designed
student self-report reading log (Appendix H), which was utilized to record the number of
minutes a student read each day during the intervention. Daily log entries were tabulated
and calculated by two measures: (a) the total number of minutes read for practice in
school and (b) the total number of minutes of assigned reading in school. The two
measures were then added together to derive the total number of minutes each student
read. The total number of minutes read by each student was used as the dependent
variable in Hypothesis 3. Table 7 presents the measures of central tendencies and
variability of the time spent reading (in minutes) for each of the four instructional reading
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environment groups. Of note, the reading logs were only kept by the students during the
intervention period, and therefore there are no measurements for the reading logs at the
pre-intervention time.
The reading behavior time of the sample ranged from 1148 to 1822 minutes (M =
1427.92 minutes, SD = 149.40 minutes). The traditional books with a choice group had
the highest average reading behavior times (M = 1446.22, SD = 133.49), and the
traditional books only group had the lowest average reading behavior times (M =
1411.63, SD = 135.60). Table 7 presents the measures of central tendencies and
variability of the time spent reading (in minutes) for each of the four instructional reading
environment groups.
Table 7
Measures of Central Tendency and Variability for Post Reading Behavior Total Reading
Times (in minutes) as Relates to Reading Environments (N = 88)
Group

n

M

SD

Mdn

Range

Post reading behavior total reading times
Ebook only (n=24)

24

1411.67 188.41

1355

1148-1822

Ebook instruction/choice
practice (n=22)

22

1440.59 134.48

1436

1226-1678

Traditional instruction/choice
practice (n=23)

23

1446.22 133.49

1441

1236-1681

Traditional books only (n=19)
19 1411.63 135.60 1434 1153-1639
Note. n = Sub-sample Size; M = Mean; SD = Standard Deviation; Mdn = Median.

Table 8 presents the unadjusted measures of central tendency for the DRA2®,
ERAS, and reading behaviors dependent and covariate variables constructs.
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Table 8
Unadjusted Measures of Central Tendency and Variability Dependent and Covariate
Variable Constructs (N = 88)

Pre-test
Variable

Post-test

M

SD

Mdn

Range

M

SD

Mdn

Range

DRA2®
independent
reading level

21.90

7.08

24

3-40

24.53

8.00

28

3-40

ERAS
reading
attitude score

61.40 12.26

62

29-80

65.22

12.56

66

21-80

Reading
behavior
total reading
time
1427.92 149.40
Note. M = Mean; SD = Standard Deviation; Mdn = Median.

1432 1148-1822

Assumptions
Statistical procedures of the study included analysis of covariance tests
(ANCOVA) to test null hypotheses 1 and 2 and an analysis of variance (ANOVA) to test
null hypothesis 3.
Prior to conducting the ANCOVA tests, the assumptions of absence of outliers,
normality of the covariates and dependent variables, homogeneity of variances, linearity,
and homogeneity of regression slopes were tested. Internal consistency reliability for the
DRA2® and ERAS were not assessed as data collected were total scores: item by item
data was not collected. However, both of the instruments were valid and reliable as
reported in the literature (Beaver & Carter, 2010; McKenna & Kear, 1990). Prior to
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conducting the ANOVA test, the assumptions of absence of outliers, normality of the
dependent variables, and homogeneity of variances were tested.
None of the 88 records was missing data. Outliers in a dataset have the potential
to distort results of an inferential analysis. A check of boxplots for the three dependent
variable constructs of (a) post DRA2® reading level scores, (b) post ERAS reading
attitudes scores, and (c) total time spent reading in minutes, as well as the covariates of
(a) pre DRA2® reading level scores and (b) pre ERAS reading attitudes scores were
performed to visually inspect for outliers. The boxplots indicated that none of the
variables contained more than 5% outliers. The variables were standardized to check for
the presence of extreme outliers (z-score of +/- 3.3), and none were noted. A check of the
mean values for all three dependent variable constructs of (a) post DRA2® reading level
scores, (b) post ERAS reading attitudes scores, and (c) total time spent reading in minutes
and two covariates of (a) pre DRA2® reading level scores and (b) pre ERAS reading
attitudes scores did not indicate large differences in values. Additionally, the mean and
median were close in value for each of the scores, another indication that outliers were
not adversely impacting the data distribution. It was therefore determined that all cases
would be retained for analysis and that the absence of outlier assumption had been met
for all three dependent variables.
Normality for the scores of the three dependent and the two pretest for DRA2®
and ERAS as covariate variable constructs was investigated. The Shapiro-Wilk test (S-W
test) was used to assess normality for each variable since it is appropriate for small
sample sizes (n< 50). The S-W test indicated that the covariates and two of the three
dependent variables, post DRA2® reading level scores and post ERAS reading attitude
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scores were not normally distributed (p<.01). The dependent variable of post reading
behavior total reading time was normally distributed according to the S-W test (p= .08).
However, normality tests, including the S-W test, are conservative (Tabachnick & Fidell,
2007). Thus, further investigation of normality was done via a visual check of the
histograms and Normal Q-Q plots for the distributions of the DRA2® and ERAS
dependent variables. The plots indicated that the post DRA2® reading level scores and the
pre DRA2®reading level scores used as the covariate were moderately negatively skewed.
A comparison of the mean: M = 21.90, 5% trimmed mean = 22.18, and median Mdn =
24.00, relating to each of the variable constructs indicated numbers close in value across
the measures. ANCOVA and ANOVA are robust to mild to moderate violations of
normality when the assumption of equal variances is met. Therefore, this assumption
violation was not of concern and the researcher continued with the planned parametric
analyses and made no data transformations.
Homogeneity of variances among the reading groups was investigated for each of
the three variables using Levene’s test. The assumption of the homogeneity of variance
is tenable based on the results of Levene’s test of equality of error for the post DRA2®
reading level scores (F (3, 84) = 0.98, p = .404). The assumption of the homogeneity of
variance is also tenable based on the results of Levene’s test of equality of error for the
post ERAS reading attitude score (F (3, 84) = 1.60, p = .195) and for the post reading
behaviors total reading time (F (3, 84) = 1.81, p = .151).
A visual inspection of scatterplots was performed to investigate the assumptions
of linearity between the dependent variables of (a) post DRA2® reading level scores and
(b) post ERAS reading attitudes scores, and the two covariate variables of (a) pre DRA2®
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reading level scores and (b) pre ERAS reading attitudes scores. The assumption of
linearity was met as evident by the scatterplot, which showed a linear relationship
between the variables.
The assumption of homogeneity of regression slopes was investigated between
the dependent variables of (a) post DRA2® reading level scores and (b) post ERAS
reading attitudes scores, and the two covariate variables of (a) pre DRA2® reading level
scores and (b) pre ERAS reading attitudes scores. The assumption of homogeneity of
regression slopes was tenable for the DRA2® as the interaction between the pre DRA2®
reading level scores and the post DRA2® reading level scores was not statistically
significant, (F (3, 80) = 1.65, p = .185). The assumption of homogeneity of regression
slopes as the interaction between the pre ERAS reading attitudes scores and the post
ERAS reading attitudes scores was not statistically significant, (F (3, 80) = 3.84, p =
.013)
Inferential Analysis
Two one-way analyses of covariance tests (ANCOVA) and an analysis of
variance (ANOVA) were used to test the null hypotheses corresponding to the three
research questions in this study. The results of each analysis are presented.
Hypothesis Testing for Research Question 1
An ANCOVA was used to test if a statistically significant difference existed in
posttest reading level scores as measured by the DRA2® assessment among the student
instructional reading environments while controlling for pretest scores.
The dependent variable of post DRA2® reading level score was used in the
analysis. The covariate was pre DRA2® reading level score. The independent variable
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included in the analysis was instructional reading environment, which was divided into
four groups (a) ebook only (EB), (b) ebook during instruction, with a choice of ebooks
and traditional books during practice (EBC), (c) traditional books during instruction, with
a choice of ebooks and traditional books during practice (TBC), and (d) traditional books
only (TB).
The model for the covariate, pre DRA2® reading level score, was statistically
significant, F (1, 83) = 774.85, p < .0005, observed power = 1.00, with a large effect size
(partial eta squared = .90). Thus, the need to control for the covariate was necessary for
this study’s final model. After adjusting for the pre DRA2® reading level scores, the
analysis demonstrated that there was a statistically significant main effect for
instructional reading environment, F (3, 83) = 3.67, p = .015, observed power = 0.78,
with a moderate to large effect size (partial eta squared = .12). Thus, post hoc analysis
was performed with a Bonferroni adjustment (.05/4= .0125). The ebooks during
instruction, with a choice of ebooks and traditional books during practice reading
environment (EBC) (M ADJ= 25.59, SE ADJ = 0.55) had the highest post DRA2® reading
level scores and scored statistically significantly higher than the traditional books only
group (TB) (M ADJ = 22.94, SE = 0.59) (p = .002). All other post hoc comparisons were
non-significant (p >.0125). Table 9 presents summary of the findings for the post hoc
analysis of the ANCOVA results for Hypothesis 1.
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Table 9
Results of Post Hoc Comparisons of ANCOVA Findings for Post DRA2® Reading Level
Score as Relates to Instructional Reading Environments via Tukey’s Highly Significant
Difference (HSD) Test
Mean
Dependent Variable /
Cohort (J)
Difference
SE
p
Cohort (I)
(I – J)
Post DRA2® reading level
score/
EB

EBC

-0.84

0.75

.269

EB

TBC

0.14

0.74

.848

EB

TB

1.81

0.78

.023

EBC

TBC

0.98

0.76

.205

EBC

TB

2.65

0.81

.002*

TBC

TB

1.67

0.79

.037

Note. * p < .0125
EB = ebooks only; EBC = ebooks during instruction, with a choice of ebooks and
traditional books during practice; TBC = traditional books during instruction, with a
choice of ebooks and traditional books during practice; TB = traditional books only.

Conclusions as relates to Research Question 1. There was a statistically
significant between subjects main effect involving the instructional reading environments
of EBC and TB for the dependent variable outcome post DRA2® reading level scores
after controlling for the covariate of pre DRA2® reading level. Therefore, evidence was
provided to reject Null Hypothesis 1. There were statistically significant differences in
reading level scores as measured by the DRA2® assessment between the following
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reading environments: (a) traditional books only (TB) and ebooks during instruction with
a choice of ebooks and traditional books during practice (EBC).
Hypothesis Testing for Research Question 2
An ANCOVA was used to test if a statistically significant difference existed in
posttest reading attitude scores as measured by the ERAS assessment among the student
instructional reading environments, while controlling for pretest scores.
The dependent variable of post ERAS reading attitude score was used in the
analysis. The covariate was pre ERAS reading attitude score, and was used to control for
group differences. The independent variable included in the analysis was instructional
reading environment, which was divided into four groups (a) ebook only (EB), (b) ebook
during instruction, with a choice of ebooks and traditional books during practice (EBC),
(c) traditional books during instruction, with a choice of ebooks and traditional books
during practice (TBC), and (d) traditional books only (TB).
The covariate of pre ERAS reading attitude scores was also statistically
significant, F (1, 83) = 32.23, p < .0005, observed power = 1.00, with a large effect size
(partial eta squared = .28). Thus, the need to control for the covariate was necessary for
this study’s final model. After adjusting for the pre ERAS reading attitude scores, there
was a statistically significant main effect for instructional reading environment, F (3, 83)
= 6.59, p <.0005, observed power = 0.97, with a large effect size (partial eta squared =
.19). Bonferroni adjusted post hoc analyses were performed with an alpha level of .0125
(Bonferroni adjustment of .05/4) for the instructional reading environments indicated
that students who read ebooks during instruction, with a choice of ebooks and traditional
books during practice (EBC) (M ADJ = 58.57, SE ADJ = 1.99) had significantly lower mean
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post ERAS reading attitude scores than students who read traditional books during
instruction, with a choice of ebooks and traditional books during practice (TBC) (M ADJ =
67.71, SE ADJ = 1.95). Likewise, students who read ebooks during instruction, with a
choice of ebooks and traditional books during practice (EBC) (M ADJ = 58.57, SE ADJ =
1.99) had significantly lower mean post ERAS reading attitude scores than students who
read and students who read traditional books only (TB) (M ADJ = 71.27, SE ADJ = 2.29).
Table 10 presents a summary of findings for the post hoc analyses of the ANCOVA
results for Hypothesis 2.
Table 10
Results of Post Hoc Comparisons of ANCOVA Findings for Post ERAS Reading Attitude
Score as Relates to Instructional Reading Environments via Tukey’s Highly Significant
Difference (HSD) Test

Dependent Variable /
Cohort (I)
Post ERAS reading
attitude score

Cohort (J)

Mean
Difference
(I – J)

SE

p

EB

EBC

5.55

2.77

.048

EB

TBC

-3.60

2.73

.192

EB

TB

-7.15

3.13

.025

EBC

TBC

-9.14

2.77

.001*

EBC

TB

-12.70

3.07

<.0005*

TBC
TB
-3.56
3.05
.247
Note. Bonferroni adjustment (.05/4 = .0125) * p < .0125and SE = Standard Error of the
Mean Difference.
EB = ebooks only; EBC = ebooks during instruction, with a choice of ebooks and
traditional books during practice; TBC = traditional books during instruction, with a
choice of ebooks and traditional books during practice; TB = traditional books only.
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Conclusion as relates to Research Question 2. There were statistically
significant differences in reading attitudes scores as measured by the ERAS assessment
after controlling for the covariate of pre ERAS reading attitudes between the following
instructional reading environments: (a) ebooks during instruction with a choice of ebooks
and traditional books during practice (EBC) vs. traditional books during instruction with
a choice of ebooks and traditional books during practice (TBC), and (b) ebooks during
instruction with a choice of ebooks and traditional books during practice (EBC) vs.
traditional books only (TB). Therefore, evidence was provided to reject Null Hypothesis
2.
Hypothesis Testing for Research Question 3
An ANOVA was used to examine if a statistically significant difference existed in
the reading behavior scores among the students' instructional reading environments, as
measured by the total minutes spent (a) pleasure reading in school, and (b) reading
assignments in school. The dependent variable used in the analysis was the post reading
behavior total reading time. The instructional reading environments were divided into
four categories: (a) ebook only, (b) ebook during instruction, with a choice of ebooks and
traditional books during practice, (c) traditional books during instruction, with a choice of
ebooks and traditional books during practice, and (d) traditional books only. There was
no statistically significant mean difference in the post reading behavior total reading time
among the four instructional reading environments, F (3, 84) = 0.33, p = .804, with an
effect size of .01 and power of .05. The post-hoc power of .05 indicated that the
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ANOVA model had a 5% chance of finding significance for an effect size of .01, given
the sample size of N = 88 students.

Conclusion as relates to Research Question 3. Significant differences in mean
scores between the four reading environment groups were not noted. Therefore, Null
Hypothesis 3 was not rejected. There were no statistically significant differences in the
reading behavior scores as measured by the total minutes spent (a) pleasure reading in
school, and (b) reading assignments in school, among the four student instructional
reading environments: (a) ebooks only, (b) ebooks during instruction with a choice of
ebooks and traditional books during practice, (c) traditional books during instruction with
a choice of ebooks and traditional books during practice, and (d) traditional books in both
instruction and practice. The statistical hypothesis for Research Question 3 was not
supported.
Summary
Chapter 4 began with a sample population and a description of the demographics
of the participants in the study. Following the report of demographics of the sample
population, instrumentation and descriptives were briefly defined. Information pertaining
to required assumptions and the inferential analyses variable constructs were then
presented and discussed.
Following the assumption sections, the performed hypothesis testing was
discussed via analysis of covariance (ANCOVA) and one-way analysis of variance
(ANOVA). A statistically significant main effect involving the instructional reading
environments for the dependent variable outcome post DRA2® reading level scores were
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found thus supporting the rejection of Null Hypothesis 1. A statistically significant main
effect was found for the dependent variable outcome post ERA reading attitudes scores
based on instructional reading level. Students who read ebooks during instruction, with a
choice of ebooks and traditional books during practice (EBC) (M ADJ = 58.57, SE ADJ =
1.99) had significantly lower mean post ERAS reading attitude scores than students who
read traditional books during instruction, with a choice of ebooks and traditional books
during practice (TBC) (M ADJ = 67.71, SE ADJ = 1.95), and students who read traditional
books only (TB) (M ADJ = 71.27, SE ADJ = 2.29), thus supporting the rejection of Null
Hypothesis 2.

Results of the testing for Null Hypothesis 3 indicated that there was not a

statistically significant difference found between the post reading behavior total reading
times and the instructional reading environments. Therefore, Null Hypothesis 3 was not
rejected. Chapter 5 will present a discussion of the results as well as implications of the
findings as relates to the literature review and further research. The tested null
hypotheses are summarized in Table 11.
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Table 11
Summary of Tested Null Hypotheses
Hypothesis
H01

H02

H03

Statement

Test

F

p value

Results

A statistically significant difference will
not exist in reading level scores as
measured by the DRA2® assessment
among the student instructional reading
environments (a) ebooks only in both
instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and
traditional books during practice, (c)
traditional books during instruction, with a
choice of ebooks and traditional books
during practice, and (d) traditional books
only in both instruction and practice while
controlling for pretest scores.

ANCOVA
(Omnibus
Test)

F=3.67

.015

Reject

A statistically significant difference will
not exist in reading attitude scores as
measured by the ERAS assessment among
the student instructional reading
environments (a) ebooks only in both
instruction and practice, (b) ebooks during
instruction, with a choice of ebooks and
traditional books during practice, (c)
traditional books during instruction, with a
choice of ebooks and traditional books
during practice, and (d) traditional books
only in both instruction and practice, while
controlling for pretest scores.

ANCOVA
(Omnibus
Test)

F=6.59

<.0005

Reject

ANOVA
(Omnibus
Test)

F=0.33

.804

Fail to
reject

A statistically significant difference will
not exist in the reading behavior scores as
measured by the total minutes spent (a)
pleasure reading in school, and (b) reading
assignments in school, between the student
instructional reading environments of (a)
ebooks only in both instruction and
practice, (b) ebooks during instruction,
with a choice of ebooks and traditional
books during practice, (c) traditional books
during instruction, with a choice of ebooks
and traditional books during practice, and
(d) traditional books only in both
instruction and practice.
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CHAPTER FIVE: DISCUSSION
The purpose of this chapter is to review the findings from this combination quasi‐
experimental, pretest‒posttest, non‐equivalent control group and posttest only non‐
equivalent control group study. This chapter will review the methodology and provide a
summary of the results of the analysis of covariance (ANCOVA) and the analysis of
variance (ANOVA). The results are summarized, organized by Hypothesis. Next, this
chapter will provide information regarding the connection the results have to prior
research and theory as well as practical implications. An outline of the assumptions and
limitations are discussed. The chapter concludes with the recommendations for future
research.
Review of Methodology
A convenience sample of second grade students (N=88) in four separate
classrooms from a rural, Title 1 elementary school in south central Michigan was used.
Consent and assent forms were provided to all second graders, and 88 were returned.
Each classroom was randomly assigned to one of the four groups: (a) ebooks only
(n=24), (b) ebooks during instruction with a choice of ebooks and traditional books
during practice (n=22), (c) traditional books during instruction with the choice of ebooks
and traditional books during practice (n=23), and (d) traditional books only (n=19). Data
were only collected for these participants.
The DRA2® was administered as a pretest and posttest to measure independent
reading level. One week prior to the beginning for the intervention, all second grade
participants were administered the DRA2® as the covariate pretest measure for
independent reading level. Within one week of the completion of the intervention the
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participants were again administered the DRA2® as a posttest measure. Data analysis for
the DRA2® was analyzed using an ANCOVA, which determined if the four groups
significantly differed in terms of independent reading level while controlling for prior
group differences.
The ERAS was administered to all participants as a pretest and posttest measure
for reading attitude. One day prior to the beginning of the intervention, all students were
administered the ERAS as the covariate pretest measure for reading attitudes. The ERAS
was administered again on the final day of the intervention as a posttest measure. Data
was collected from the ERAS pre and posttest scores and was analyzed using an
ANCOVA.
Two days prior to the study, students were given reading logs and provided
instruction and training for using the reading logs. Reading logs were used to collect
information about students’ reading behaviors and were reviewed by classroom teachers
daily and collected at the end of each week. A one-way ANOVA was used to explore the
effect of instructional reading environments on the post reading behavior total reading
time variable.
Summary of Results
An ANCOVA was used to test the null hypothesis for research question #1: Does
a statistically significant difference exist in reading level scores among the instructional
reading environments, i.e., (a) ebooks only in both instruction and practice, (b) ebooks
during instruction with a choice of ebooks and traditional books during practice, (c)
traditional books during instruction with a choice of ebooks and traditional books during
practice, and (d) traditional books only in both instruction and practice while controlling
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for pretest scores? The researcher hypothesized that statistically significant differences
would exist in reading level scores among the participants within the instructional reading
environments as measured by the DRA2® assessment. Results indicated that a
statistically significant difference in reading level among the instructional reading
environments did exist. More specifically, results indicated that a statistically significant
difference existed between two of the intervention groups. Second grade participants in
the ebooks during instruction with a choice of ebooks and traditional books during
practice treatment group displayed significantly higher reading levels when compared to
second grade participants in the traditional books only control group. Statistically
significance differences were not indicated at a p > .0125 among the three treatment
groups. While the Bonferroni test has been traditionally used to control for family wise
error as it is straightforward, it is important to note that Bonferroni test is considered to
be overly conservative by many researchers (Rice, 1989). Results provided statistical
evidence to support the inclusion of ebooks for reading instruction to improve reading
level in this study’s research sample. Although the results did not provide statistical
support for all instructional reading environments, results indicated that treatment groups’
reading levels were not adversely affected when compared to the control group. This
study did not investigate physical environment, teacher-student relationship, or ebook
features that participants utilized during instruction and practice. As past researchers
suggested, ebook features can scaffold reading, thus support comprehension (Doty et al.,
2001; Korat & Shamir, 2012; Matthew, 1996; Pearman, 2008). The physical environment
and teacher-student relationship may have contributed to the non-significant results. The
physical environment of each classroom varied in size and organization, possibly
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influencing the ease with which the reading devices were retrieved. In addition,
differences in teacher-student interactions were observed that may have influenced the
students’ levels of engagement.
An ANCOVA was used to test the null hypothesis for research question #2: Does
a statistically significant difference exist in reading attitude scores among the
instructional reading environments while controlling for pretest scores? The researcher
hypothesized that a statistically significant difference would exist in reading attitude
scores measured by the ERAS among the students within the different instructional
reading environments. Results indicated that a statistically significant difference existed
in reading attitude scores based on instructional reading environment. Participants in the
ebooks during instruction with a choice of ebooks and traditional books during practice
instructional reading environment had significantly lower reading attitudes scores than
participants in the traditional books during instruction with a choice of ebooks and the
traditional only during instruction and practice instructional reading environments. The
results did not indicate that all treatment groups showed statistical support for the use of
ebooks in instructional reading environments to enhance reading attitudes compared to
the control group, as lower indicated a negative effect. However, results suggested that
instructional reading environment did not adversely affect reading attitudes for two of the
treatment instructional reading environments when compared to the control group. This
researcher questions whether the teacher instructional experience was an influencing
factor for these results. Past research indicated that expert teachers’ classroom
environments differ from novice teachers’ classroom environments (O'Connor, Fish, &
Yasik, 2004; Webster, 2010). Although none of the teachers was a novice teacher
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differences were present in the years of teaching experience within the four classrooms
ranging from 13-20 years. This researcher became aware that the teacher for the ebook
during instruction with a choice of ebooks and traditional books for practice treatment
group was just completing her second year as a second grade teacher and feeling a level
of stress regarding her students’ reading achievement. Although experience and social
and emotional factors were not directly tested in this study, an analysis might have
provided insight into why reading attitudes scores for this treatment decreased from pre
to post test.
Although the physical environments or the teacher-student relationship were not
analyzed in this study, the researcher observed differences among the four groups.
Although all students had equivalent access to ebooks, classrooms varied in size and
organization, possibly influencing the ease with which the reading devices could be
retrieved. Physical environment contributes to the learners’ enjoyment and learning
outcomes (Berris & Miller, 2011). Information regarding the relationship between the
teacher and the students could possibly influence student attitudes, as researchers have
indicated the importance of teacher‒student relationship to academic achievement and
engagement (Roorda, Koomen, Spilt, & Oort, 2011). Regardless of this information,
results provided support for reading instructional environments to include the integration
of ebooks.
An ANOVA was used to test the null hypothesis for research question #3: Does a
statistically significant difference exist in reading behavior among conditions based on
the medium in which second grade readers receive reading instruction, and read
independently and for practice as related to the four reading environments? The

135

researcher hypothesized that a statistically significant difference would exist in the
reading behavior scores as measured by the total minutes spent among the four reading
instructional environments. Results indicated that no statistically significant differences
in reading behaviors based on reading instructional environment were present. Second
grade students in this study’s treatment group population did not display significantly
different reading behaviors than second graders in the control group. The effect size for
reading behaviors was small at .01 and power of .05. This researcher determined that the
instructional reading environment was trivial. Although reading behaviors were not
improved by using ebooks in different instructional reading environments, the use of
ebooks did not negatively affect reading behaviors. Therefore, the use of ebooks within
the reading instructional environment should be considered.
Relationship to Prior Research
The results of this study regarding reading level were similar to those found in
other studies, possibly due to the connection to ebook features (Ertem, 2010; Pearman,
2008; Verhallen et al., 2006). Previous research regarding ebooks’ effects on reading
comprehension, a component of reading level has noted the potential of ebooks’ features
to build or activate more complex schemas allowing more in-depth levels of reading
comprehension (Ertem, 2010; Pearman, 2008; Verhallen et al., 2006). The possibility is
strong that features of ebooks presented on hand held devices share similar supportive
features. These features, such as animated illustrations instead of static illustrations, may
provide scaffolding for the reader (Ertem, 2010). Furthermore, the synergy created
within the multimedia ebook instructional reading environment including the highlighting
of words while the narrator reads the text as well as adult support during and after reading
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many contribute to the statistically significant results indicating that the instructional
reading environment influences reading level (Korat et al., 2009).
The results of this study indicated a statistically significant difference existed in
reading attitudes among instructional reading environments; this difference was only
significant for the ebooks during instruction with a choice of ebooks and traditional
books during practice instructional reading environment. This instructional reading
environment had significantly lower reading attitudes scores than participants in the
traditional books during instruction with a choice of ebooks and traditional books during
practice and traditional books only instructional reading environments. Previous research
conducted by Esteves and Whitten (2011) suggested that greater reading growth is not an
indicator of positive changes in reading attitudes. It is also possible that the ebooks
provided through the ©Raz-Kids website did not meet the participants’ reading interests,
therefore affecting the readers’ attitudes toward reading (Esteves & Whitten, 2011).
However, instructional reading environments including ebooks only during instruction
and practice provided equivalent support to ebooks during instruction with a choice of
ebooks and traditional books during practice, traditional books during instruction with a
choice of ebooks and traditional books during practice, and traditional books only during
instruction and practice. An additional possibility for the results of this study on reading
attitudes could be the role ergonomics played in the students’ reading attitudes. Past
researchers suggested that ergonomics played a critical role in students’ interactions with
technology (Dockrell et al., 2010). Although the results did not indicate that reading
attitudes improved with the use of ebooks, the results do suggest that ebooks affect
reading attitudes. While attempts to control for all of the cognitive and academic
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variables in the classroom, the social-emotional variables, including the dynamics
between the teacher and the participants, were not accounted for. Past researchers Snyder
et al. (2013) suggested social-emotional components influence students’ attitudes and
behaviors. Thus, reading attitudes within an ebook instructional reading environment
require further investigation.
The current study’s null hypothesis that no statistically significant difference in
reading behaviors based on the instructional reading environment condition was
exploratory. Previous research conducted on reading behaviors was concerned with the
number of pages read by participants, indicating that average and below average readers
selected books of similar length resulting in fewer pages completed by the below average
participants (Anderson, et al., 1985). This information may account for the lack of
statistical difference identified within this study as book reading levels for all participants
were set according to the individual students’ instructional reading level. In addition, the
fact that data was only collected within the school environment may have contributed to
the findings that reading behaviors showed no significant differences among the
instructional reading environments. The possibility is strong that extra reading time was
limited within the school setting, thus creating conditions where differences would be
minimal. Examining reading behaviors within the home environment where free time for
reading activities might be more readily available may provide additional insight into the
effects of ebooks on reading behaviors. Prior research has indicated that the home
reading environment plays a critical role in students’ reading behaviors and attitudes
toward reading (Katzir, Lesaux, & Kim, 2009), while the amount of reading has been
shown to increase when ebooks are taken home (Oakley & Jay, 2008).
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Theoretical Implications
Theoretically the results of this study provide support for the theory that cognitive
load is influenced by instructional reading environment. Sweller et al. (1998) presented
cognitive load theory as a means to example information processed in working memory
to develop schemas. Cognitive load theorists emphasized instructional design to reduce
unnecessary cognitive load on working memory resources. Past researchers (Paas et al.
(2004) suggested that extraneous and germane load are imposed on the learner by the
manner with which information is presented and the learning activity required, while
Leahy and Sweller (2011), Paas et al. (2003), Sweller (1988, 2010b, 2011) and Sweller et
al. (1998) suggested that the reduction of extraneous cognitive load frees working
memory resources for intrinsic load. This study provides support for cognitive load
theory in that instructional reading environment affected reading level. The students’
DRA2® reading level scores were affected by the use of ebooks during instruction with a
choice of ebooks and traditional books for practice, possibly reducing extraneous
cognitive load, thus allowing more working memory to process meaning. Menon and
Hiebert (2005) suggested that the instructional design of reading materials could reduce
extraneous cognitive load impacting reading level. The current study provides support
for this viewpoint in that the instructional design of the ebooks with supportive features
utilized in this research differed from the traditional book format. More specifically, the
instructional reading environment of ebooks during instruction with a choice of ebooks
and traditional books during practice as an instructional design resulted in improved
reading level when compared to traditional books only during instruction and practice.
Although ebook features were not directly assessed in this study, the results suggest that
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these features influenced cognitive load. The use of ebooks to assist the reader was
further supported by Cook's (2010) augmentation of Vygotsky’s (1978) Zone of Proximal
Development as Cook (2010) suggested the more knowledgeable other may not be in
human form. Bus et al. (2006) suggested that ebooks can help struggling readers
construct or activate more complete schemas indicating that interactive features may
serve as electronic scaffolds when presented in the learner’s ZPD. This research
provided support for this view that features offered in ebooks provides scaffolding when
presented in the learners’ ZPD. Access to individually leveled books within their ZPD
was available for all students, however DRA2® reading level scores indicated that ebook
during instruction with a choice of ebooks and traditional books during practice displayed
significantly different levels of achievement from the traditional books only instructional
reading environment. This information suggests that ebook features within this
instructional reading environment helped readers construct or activate more complete
schemas.
The theoretical framework for this study regarding students' reading attitudes and
reading behaviors was supported by the basic tenet of social cognitive theory in which
behavior patterns, environmental events, and personal factors in the form of cognitive,
affective, and biological events influence each other (Bandura, 1986, 1999). Specifically,
Bandura’s (1986, 1999) ideas regarding the environment’s influences on thoughts and
behaviors, with the amount of influence of these interactions not necessarily being equal,
are supported through this study’s results. Bandura's view suggests different activities,
individuals, and circumstances determine the power of the influence of each event. This
study’s results provided support for Bandura's view in that the instructional reading
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environment had an effect on reading attitudes, however reading behaviors were not
statistically significant. These research results suggest that the interactions among the
instructional reading environment, reading attitudes and reading behaviors did not
influence each other equally.
Practical Implications
The results of this study, specifically related to research questions 1 and 3
regarding reading level and reading behavior, provide support for the purchase and
integration of ebooks into the elementary school instructional reading environment.
These findings contribute to the growing evidence of ebooks’ effectiveness to support
reading instruction. Given these results regarding reading level, educators and
administrators who have access to instructional funds or access to personal hand held
reading devices should consider the purchase of ebooks and/or classroom sets of personal
hand held reading devices such as iPads for the purpose of reading instruction. The fact
that reading levels of the participants using ebooks on personal hand held devices were
positively affected in some ebooks environments, educators and administrators should
consider transitioning from traditional books only instructional reading environments to
instructional reading environment that include ebooks. In addition, this study provides
statistical evidence that ebook instructional reading environments support second grade
readers’ reading behaviors that are equivalent to those provided in a traditional book only
instructional reading environment. Within this study’s results no statistically significant
difference was indicated in participants’ reading behaviors among the instructional
reading environments. Since the integration of ebooks into the instructional reading
environment did not adversely influence reading behaviors educators with access to
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ebooks should consider using them for reading instruction. Although results indicated a
statistically significant difference for reading attitudes among instructional reading
environments, the results did not favorably support the use of ebooks, thus further
investigation is necessary. Given these mixed results, educators and administrators
should carefully consider the costs associated with the transition to ebook instructional
reading environments for second grade students. However, if funds are available to
purchase instructional materials, ebooks and hand held devices should be considered.
Educational environments are changing. . In the 2011 Horizon report Johnson et
al., (2011) projected widespread ebook adoption within one year or less, followed by the
2012 Horizon report, in which Johnson, Adams, and Summins (2012) suggested tablets
as an alternative learning format to print materials. Most recently in the 2014 Horizon
report, Johnson, Adams, Estrada, and Freeman (2014) predicted the rapid acceleration of
intuitive technology such as the touch screens available on personal devices like iPads to
be integrated into the classroom while the role of the teacher as a mentor to promote
student-centered learning will occur over the next year or two. This study’s results
provide statistical evidence that ebook instructional reading environments can support
second graders’ reading levels and reading behaviors and in some instructional reading
environments such as the ebook only during instruction and practice and traditional books
during instruction with a choice of ebooks and traditional books during practice, provide
equivalent support for reading attitudes to traditional book only environments. Although
integration of ebooks is recommended, given the results that reading attitudes were
significantly lower for the ebooks during instruction with a choice of ebooks and
traditional books during practice, then traditional books only during instruction and
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practice, and traditional books during instruction with a choice of ebooks and traditional
books during practice, it is also recommended that the less than favorable reading
attitudes be investigated and addressed as not to negate the positive results.
Assumptions and Limitations
This quasi‐experimental, pretest‒posttest, non‐equivalent control group and
posttest only non‐equivalent control group design research attempted to limit the threats
to internal and external validity. Through experimental design for the pretest‒posttest,
non‐equivalent control group this study attempted to account for the participants’
selection bias, history, maturation, and differential mortality. However, the limitations
need to be recognized.
The current study needs to be interpreted in light of the study’s limitations. Since
intact second grade classrooms were utilized, the lack of random assignment and the
selection threat to validity due to non-equivalent groups were limiting factors and threats
to internal validity (Dimitrov & Rumrill, 2003; Gall et al., 2007). However, all second
grade students who returned consent forms and signed assent forms had the opportunity
to participate as this study did not exclude any second grade student. In addition, the
pretests as covariates for hypotheses 1 and 2 provided control for initial differences
between the control and three treatment groups. The short-term nature of the study (four
weeks), the inclusion of a control group selected from the same population as the
treatment groups and classrooms homogeneous for gender, academic ability, and
behaviors account for the threats to history and maturation. Regardless, the results are
only generalized to the sample population for this study (Shadish, Cook & Campbell,
2002).
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The Elementary Reading Attitudes Survey (ERAS) (McKenna & Kear, 1990) was
a self-report measure, and it was assumed that the participants responded with true
reflection of their overall satisfaction with reading. Past research results have indicated
the ERAS is an effective tool for measuring reading attitudes for students in grades 1
through 6 (McKenna & Kear, 1990; McKenna et al., 1990). However, it is possible that
participants may have been vulnerable to personal or environmental influences that may
have swayed their responses (Borgers, de Leeuw, & Hox, 2000).
As an inherent threat to internal validity, the effects of repeated testing were
minimized through the use of different equivalent forms of the DRA2® for dependent
variable reading level. The ERAS survey of reading attitudes did not provide an
alternative equivalent survey. However, in the posttest only non‐equivalent control
group design used to examine reading behaviors, no covariate was possible.
Homogenous groups were used to limit the selection threat to validity. A
comparison proportion of gender groups for each of the four independent variable levels
via chi-square test of independence, as well as comparisons of the mean scores on the
pretest DRA2® and ERAS measurements used as covariates, were performed to establish
that the four reading environments were homogenous as relates to gender, thus helping to
ensure against a selection threat to validity.
External validity concerns limit the generalizability given the fact that this study
only included second graders from a rural southern Michigan school. Of the 100
students, 88 second grade parents and students returned the consent and assent forms to
participate. It was determined that for a large effect size of f = .40, a sample of 81
records would be required. All students who returned consent forms and signed assent
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forms were eligible to participate in the study. This study did not account for the
participants that declined participation as they may have differed from the sample
population. In addition, a convenience sample was used with intact groups. Therefore,
the results are only applicable to the current sample population (Shadish et al., 2002).
External validity was further threatened by the demographics of the community of
the town in which the study took place. The school is located in a small town of
approximately 8,300 people (City-Data, 2012). The school's enrollment in pre‐school
through second grade was approximately 389 students. Of this Title 1 school’s
population, approximately 67% of the students were eligible of free or reduced lunches
(VanOrman, 2013). The school population's ethnic diversity consisted of 94% Caucasian
Hispanic students accounted for 3% of the student population, African American students
accounted for 3% of the student population. Within this pre-school through second grade
population of students, 18% received language services with 8% of second grade students
receiving language services. About 17% of the pre-school through second grade student
population were eligible for special education services, with 7% of the second grade
population eligible for special education services. The student population at this rural
elementary school ranged from 4 years 10 months to 9 years of age and consisted of
56.9% male students and 43.1% female students (VanOrman, 2013). Results may differ
had the population displayed more variances in ethnicity, as past researchers have
indicated ethnicity as a critical component influencing student achievement as it is often
associated with socioeconomic status (van Steensel, 2006). In addition, the socioeconomic level of the participants and the dependent variables may have affected the
study results. Although within this study’s population, approximately 67% of the
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students were eligible of free or reduced lunches (VanOrman, 2013) this information
specific to the second grade participants was unavailable. Socio-economic status has
been suggested by researchers Kayiran, and Karabay (2012) to play a critical role in
reading comprehension, favoring of children from high socio-economic status families.
The self-reporting nature of the reading logs to measure reading behaviors posed a
threat to the external validity for the study. It was assumed that participants’ responses
were true representations of their reading time. However, the self-report measure was a
limitation in that the researcher could not guarantee the reports were free from external
influences and that they were accurately and honestly completed (Campbell & Stanley,
1963).

Additional threats to external validity were the novelty and Hawthorne effect.
The novelty of the iPads for direct instructional purposes posed a threat to external
validity. Although participants had utilized iPads within the classroom, teacher
instructional practice differences prior to the study may have influenced the participants’
use of ebooks since they are different than the normal instructional reading format (Gall
et al., 2007). Finally, the Hawthorne effect was a possible external validity threat, as
blinding was not utilized. Parents, participants and teachers knew which treatment they
were receiving and understood what the study was designed to measure which may have
caused them to act uncharacteristically, increasing their efforts to improve literacy skills
(Gall, et al., 2007).
This study attempted to determine the effect of ebook instructional reading
environments on second graders’ reading level, reading attitudes, and reading behaviors,
despite the possible limiting influences on data and results. Although the results of this
study regarding the independent variable instructional reading environment and
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dependent variables reading levels, reading attitudes, and reading behaviors are limited to
second grade students from in this rural Michigan elementary school, the findings could
be used as support for future educational research and educational knowledge.
Recommendations for Future Research
Future investigations regarding the effectiveness of ebooks to support young
readers is necessary to continue to provide important information regarding their use in
instructional environments. As indicated in the theoretical implications section, ebooks
features were not directly assessed in this study, but the results of this study suggest that
these features may have influenced cognitive load. Future studies may be designed to
directly measure the effect of ebook features on cognitive load. Future studies are also
recommended to expand on this investigation and to focus on classroom atmosphere. As
suggested by prior research (e.g., O'Connor et al., 2004; Webster, 2010), an educator’s
level of experience effects the classroom environment. The current study did not
investigate the effects of the classroom teachers experience level. Expanding the current
study to include the home environment is also suggested, as past researchers have
indicated that the home environment influences the amount of reading students engage in
for enjoyment and their reading attitudes (Katzir et al., 2009; Oakley & Jay, 2008). It is
possible that home environments that allow more free choice time than the school
environments may provide additional insight into the effect ebooks have on reading
behaviors, reading attitudes and reading levels.
An additional recommendation involves the availability of ebooks that meet the
students’ interests. Researchers have indicated that a strong correlation exists between a
wide variety of reading material choices and enjoyment (Ciampa, 2012a, 2012b). Future
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studies could record whether participants had ebooks available that were interesting to
them.
Future researchers should consider investigating the ebook instructional reading
environments effect on comprehension, fluency and accuracy as separate dependent
variables. The current study investigated the effect ebook instructional reading
environments had on reading levels: a composite score of oral reading fluency, reading
comprehension, and reading accuracy. Therefore, only aggregate score, not scores for
each individual item of the DRA2®, were included in the study dataset. It is possible that
the effect of these instructional reading environments had a different effect on the
individual components as past researchers have suggested that ebooks increase reading
comprehension (Doty et al., 2001; Korat & Shamir, 2012; Matthew, 1996; Pearman,
2008).
An additional recommendation for future research is to extend the current study to
include participants’ gender. This current study’s small sample size did not allow for the
investigation of gender. However, past researchers examining on reading attitudes
reported gender differences in reading attitudes in traditional print book reading
environments (Martinez et al. 2008).
Summary and Conclusion
The purpose of this study was to determine the effect of ebook instructional
reading environments on the reading levels, reading attitudes, and reading behaviors of
second grade students. Results indicated participants in ebooks during instruction with a
choice of ebooks and traditional books during practice displayed significant reading level
gains on the DRA2 when compared to the control group using traditional books only for
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instruction and practice. Participants in the ebooks during instruction with a choice
during practice displayed significant differences in reading attitudes as measured by the
ERAS scores when compared to the traditional books only control group as well as with
the traditional books during instruction, with a choice during practice group. No
statically significant differences in reading reading behaviors were found for the four
instructional reading environments.
These results suggest that educators, administrators and school district personal
should consider ebooks on personal devices as an alternative to traditional books.
Educators and administrators should consider a transition toward the integration of the
ebooks in the instructional reading environment. Personal hand held devices increase
access, portability, and personalization of ebook reading instruction environments,
previously unavailable through stationary desktop computers and CD-ROM ebooks.
While this study supports integration when considering reading level and reading
behavior, more investigation is still needed to address the attitude concern.

149

References
Abdullah, T. L., Hussin, Z., Asra, Zakaria, A. R., (2013). Mlearning scaffolding model
for undergraduate English language learning: Bridging formal and informal
learning. Turkish Online Journal of Educational Technology, 12(2), 217-233.
Albarracin, D., Johnson, B. T., & Zanna, M. P. (2005). The handbook of attitudes,
Retrieved from http://search.ebscohost.com. ezproxy.liberty.edu:2048/login.aspx?
direct=true&db=nlebk&AN=131594&site=ehost-live&scope=site
Alexander, J. E., & Filler, R. C. (1976). Attitudes and reading. Newark, DE:
International Reading Association.
Allen, L., Cipielewski, J., & Stanovich, K. E. (1992). Multiple indicators of children's
reading habits and attitudes: Construct validity and cognitive correlates. Journal
of Educational Psychology, 84(4), 489-503. doi: 10.1037/0022-0663.84.4.489
Allington R. L. (2005). The other five “pillars” of effective reading instruction. Reading
Today, 22, 3.
Allington, R. L. (2007). Intervention all day long: New hope for struggling readers.
Voices From the Middle, 14(4), 7-14.
An, H., Wilder, H., & Lim, K. (2011). Preparing elementary pre-service teachers from a
non-traditional student population to teach with technology. Computers in the
Schools, 28(2), 170-193. doi: 10.1080/07380569.2011.577888
An, S. (2013). Schema theory in reading. Theory and Practice in Language Studies,
3(1), 130-134. doi: 10.4304/tpls.3.1.130-134
Anderson, G., Higgins, D., & Wurster, S. R. (1985). Differences in the free-reading

150

books selected by high, average, and low achievers. The Reading Teacher, 39(3),
326-330. doi: 10.2307/20199081
Anderson, R. C., Wilson, P. T., & Fielding, L. G., (1988). Growth in reading and how
children spend their time outside of school. Reading Research Quarterly, 23(3),
285-303. doi: 10.1598/rrq.23.3.2
Ankrum, J. W., & Bean, R. M. (2007). Differentiated reading instruction: What and how.
Reading Horizons, 48(1), 133-146.
Ari, O. (2011). Fluency interventions for developmental readers: Repeated readings and
wide reading. Research & Teaching in Developmental Education, 28(1), 5-16.
Armbruster, B. B, Lehr, F., Osborn, J., & Adler, C. R., (2001). Put reading first: The
research building blocks for teaching children to read : Kindergarten through
grade 3. Washington, DC: National Institute for Literacy, National Institute of
Child Health and Human Development, U.S. Dept. of Education.
Askov, E. N., & Fischbach, T. J. (1973). An investigation of primary pupils' attitudes
toward reading. The Journal of Experimental Education, 41(3), 1-7.
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change.
Psychological Review, 84(2), 191-215. doi: 10.1037/0033-295x.84.2.191
Bandura, A. (1986). Social foundations of thought and action. Englewood Cliffs, NJ:
Prentice-Hall, Inc.
Bandura, A. (1997). Self-efficacy: The exercise of control. New York, NY: W. H.
Freeman and Company.
Bandura, A. (1999). Social cognitive theory: An agentic perspective. Asian Journal of
Social Psychology, 2(1), 21-41. doi: 10.1111/1467-839x.00024

151

Bandura, A., & Walter, R. (1963). Social learning and personality development. New
York, NY: Holt, Rinehart & Winston.
Barr, R. (1989). The social organization of literacy instruction. In S. McCormick, J.
Zutell, P. Scharer, & P O’Keefe (Eds.), Cognitive and social perspectives for
literacy research and instruction: National Reading Conference Yearbook: Vol.
38 (pp. 19-34). Retrieved from http://files.eric.ed.gov/fulltext/ED313664.pdf
Barnett, W. S. (2008). Preschool education and its lasting effects: Research and policy
implications. Boulder and Tempe: Education and the Public Interest Center &
Education Policy Research Unit. Retrieved from http://epicpolicy.org/
publication/preschooleducation
Barry, A. L. (2008). Reading the past: Historical antecedents to contemporary reading
methods and materials. Reading Horizons, 49(1), 31-52.
Bayliss, L., Connell, C., & Farmer, W. (2012). Effects of eBook readers and tablet
computers on reading comprehension. International Journal of Instructional
Media, 39(2), 131-140.
Beaver, J. M., & Carter, M. A. (2009). DRA2 K-8 Technical manual developmental
reading assessment (2nd ed.). Upper Saddle River, NJ: Pearson Education Inc.
Beaver, J. M., & Carter, M. A. (2010). The Development Reading Assessment: Second
edition. Assessment for Effective Intervention, 35(3), 182-185. doi:
10.1177/1534508410363127
Begeny, J. C., Krouse, H. E., Ross, S. G., & Mitchell, R. C. (2009). Increasing
elementary-aged students' reading fluency with small-group interventions: A
comparison of repeated reading, listening passage preview, and listening only

152

strategies. Journal of Behavioral Education, 18(3), 211-228. doi:
210.1007/s10864-10009-19090-10869
Benner, G. J., Nelson, J. R., Ralston, N. C., & Mooney, P. (2010). A meta-analysis of the
effects of reading instruction on the reading skills of students with or at risk of
behavioral disorders. Behavioral Disorders, 35(2), 86-102.
Berkeley, S., & Lindstrom, J. (2011). Technology for the struggling reader: Free and
easily accessible resources. Teaching Exceptional Children, 43(4), 48-55.
Berninger, V. W., Abbott, R. D., Vermeulen, K., & Fulton, C. M. (2006). Paths to
reading comprehension in at-risk second-grade readers. Journal of Learning
Disabilities, 39(4), 334-351. doi: 10.1177/00222194060390040701
Berris, R., & Miller, E. (2011). How design of the physical environment impacts on early
learning: Educators' and parents' perspectives. Australasian Journal of Early
Childhood, 36(4), 102-110.
Borgers, N., de Leeuw, E., Hox, J. (2000). Children as respondents in survey research:
Cognitive development and response quality. Bulletin of Sociological
Methodology, 66(1), 60-75. doi: 10.1177/075910630006600106
Borkowski, J. W., & Sneed, M. (2006). Will NCLB improve or harm public education?
Harvard Educational Review, 76(4), 503-525.
Boyer, A., & Hamil, B. W. (2011). Problems facing American education. FOCUS on
Colleges, Universities & Schools, 6(1), 1-9.
Bransford, J. D., Brown, A. L., & Cocking, R. R. (Eds.). (2000). How people learn:
Brain, mind, experience, and school. [Adobe Digital Editions version]. Retrieved
from http://www.nap.edu/ catalog.php?record_id=9853

153

Broderbund. (2012). About Broderbund. Retrieved September 2, 2012, from
http://www.broderbund.com/c-2-about-us.aspx
Bruder, M. B. (2010). Early childhood intervention: A promise to children and families
for their future. Exceptional Children, 76(3), 339-355. doi:
10.1177/001440291007600306
Bus, A.G., de Jong, M. T., & Verhallen, M. (2006). CD-ROM talking books: A way to
enhance early literacy? In M. C. McKenna, L. D. Labbo, R. D. Kieffer, & D.
Reinking (Eds.), International handbook of literacy and technology, Volume II
(pp. 129-144). Mahwah, NJ: Erlbaum.
Byrd-Bredbenner, C., Abbot, J. M., & Cussler, E. (2011). Relationship of social cognitive
theory concepts to mothers' dietary intake and BMI. Maternal & Child Nutrition,
7(3), 241-252. doi: 10.1111/j.1740-8709.2009.00232.x
Campbell, D. T., & Stanley, J. C. (1963). Experimental and quasi-experimental designs
for research. Chicago: Rand McNally.
Cameron, J. L., (2010, April). The science of early brain development and the future of
early childhood policy. PowerPoint presented at the Pennsylvania Economic
Summit on Early Childhood Investment. Sharon, PA.
Catron, R. M., & Wingenbach, N. (1986). Developing the potential of the gifted reader.
Theory Into Practice, 25(2), 134.
Chall, J. S. (1983). Stages of reading development. New York, NY: McGraw-Hill.
Chall, J. S. (1989). "Learning to read: The great debate" 20 years later: A response to
'debunking the great phonics myth'. The Phi Delta Kappan, 70(7), 521-538.
Chambers, B., Slavin, R. E., Madden, N. A., Abrami, P., Logan, M. K., & Gifford, R.

154

(2011). Small-group, computer-assisted tutoring to improve reading outcomes for
struggling first and second graders. Elementary School Journal, 111(4), 625-640.
doi: 10.1086/659035
Chesser, W. D. (2011). Chapter 5: The e-textbook revolution. Library Technology
Reports, 47(8), 28-40.
Chomsky, C. (1976). After decoding: What? Language Arts, 53(3), 288-314. doi:
10.2307/41404149
Ciampa, K. (2012a). ICANREAD: The effects of an online reading program on grade 1
students' engagement and comprehension strategy use. Journal of Research on
Technology in Education, 45(1), 27-59. doi: 10.1080/15391523.2012.10782596
Ciampa, K. (2012b). Reading in the digital age: Using electronic books as a teaching tool
for beginning readers. Canadian Journal of Learning and Technology, 38(2) 1-26.
City-Data, (2012). On board informatics. Retrieved from http://www.city- data.com/city/
Hillsdale-Michigan.html
Clay, M. M. (1991). Introducing a new storybook to young readers. The Reading
Teacher, 45(4), 264-273.
Cook, J. (2010). Longitudinal, educational design research investigation of the temporal
nature of learning: Taking a Vygotskian approach. Journal of Interactive Media in
Education, 2010(02). 1-20.
Cooke, N. L., Kretlow, A. G., & Helf, S. (2010). Supplemental reading help for
kindergarten students: How early should you start? Preventing School Failure,
54(3), 137-144. doi: 10.1080/10459880903492924

155

Cooper, G. (1998). Research into cognitive load theory and instructional design at
UNSW. Retrieved from http://webmedia.unmc.edu/leis/birk/CooperCogLoad.pdf
Cooper, G., & Sweller, J. (1987). Effects of schema acquisition and rule automation on
mathematical problem-solving transfer. Journal of Educational Psychology,
79(4), 347-362. doi: 10.1037/0022-0663.79.4.347
Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods
approaches (3rd ed.). London, United Kingdom: Sage Publications.
Cumming-Potvin, W. (2007). Scaffolding, multiliteracies, and reading circles. Canadian
Journal of Education, 30(2), 483-507. doi: 10.2307/20466647
Cunha, F., Heckman, J. J., Lochner, L., & Masterov, D. V. (2005). Interpreting the
evidence on life cycle skill formation. E. A. Hanushek & F. Welch (Eds.), NBER
Working Paper Series, 11331Handbook of the economics of
education.Cambridge, MA: doi:10.1016/S1574-0692(06)01012-9
Cunningham, A. E., & Stanovich, K. E. (1997). Early reading acquisition and its relation
to reading experience and ability 10 years later. Developmental Psychology,
33(6), 934-945. doi: 10.1037/0012-1649.33.6.934
Cunningham, J. W., Spadorcia, S. A., Erickson, K. A., Koppenhaver, D. A., Sturm, J. M.,
& Yoder, D. E. (2005). Investigating the instructional supportiveness of leveled
texts. Reading Research Quarterly, 40(4), 410-427. doi: 10.1598/rrq.40.4.2
DeForge, B. R. (2011). Research design principles. In N. J. Salkind (Ed.), Encyclopedia
of research design. Vol. 3. (pp. 1252-1259). Thousand Oaks, CA: Sage Reference.
Dehaene, S., & Cohen, L. (2007). Cultural recycling of cortical maps. Neuron, 56(2),
384-398. doi: http://dx.doi.org/10.1016/j.neuron.2007.10.004

156

de Jong, M. T., & Bus, A. G. (2002). Quality of book-reading matters for emergent
readers: An experiment with the same book in regular or electronic format.
Journal of Educational Psychology, 94(1), 145-155. doi: 10.1037//00220663.94.1.145
de Jong, M. T., & Bus, A. G. (2003). How well suited are electronic books to supporting
literacy? Journal of Early Childhood Literacy, 3(2), 147-164. doi:
10.1177/14687984030032002
de Jong, M. T., & Bus, A. G. (2004). The efficacy of electronic books in fostering
kindergarten children’s emergent story understanding. Reading Research
Quarterly, 39, 378–393. doi: 10.1598/rrq.39.4.2
Denton, C. A., Fletcher, J. M., Anthony, J. L., & Francis, D. J. (2006). An evaluation of
intensive intervention for students with persistent reading difficulties. Journal of
Learning Disabilities, 39(5), 447-466. doi: 10.1177/00222194060390050601
Dewey, J. (1915). The school and society. Chicago, IL: The University of Chicago Press.
Retrieved from
https://ia600306.us.archive.org/12/items/schoolsociety00dewerich/
schoolsociety00dewerich.pdf
Differences between the NCLB Act and the ESEA Renewal. (2010). Gifted Child Today,
33(3), 7-8. Retrieved from
http://go.galegroup.com/ps/i.do?id=GALE%7CA232175801&v=2.1&u=vic_liber
ty&it=r&p=AONE&sw=w&asid=7d205fc147754f09993ae372d933d0bd
Dimitrov, D. M., & Rumrill, P. D. (2003). Pretest-posttest designs and measurement of
change. Work, 20(2), 159.

157

Dockrell, S., Earle, D., & Galvin, R. (2010). Computer-related posture and discomfort in
primary school children: The effects of a school-based ergonomic intervention.
Computers & Education, 55(1), 276-284. doi: 10.1016/j.compedu.2010.01.013
Donalson, K. (2009). Opportunities gained & lost: Placement in an alternative reading
class. Middle Grades Research Journal, 4(3), 41-60.
Doty, D. E., Popplewell, S. R., & Byers, G. O. (2001). Interactive CD-ROM storybooks
and young readers' reading comprehension. Journal of Research on Technology in
Education, 33(4), 374-384. Retrieved from
http://search.proquest.com/docview/274755540?accountid=274712085.
Dundar, H., & Akcayir, M. (2012). Tablet vs. paper: The effect on learners' reading
performance. International Electronic Journal of Elementary Education, 4(3),
441-450.
Ekwall, E. E. (1976). Informal reading inventories: The instructional level. The Reading
Teacher, 29(7), 662-665.
Enhancing Education Through Technology Act of 2001, Pub. L. No. 107-110,§ 2402,
115 Stat. 1671 (2002). Retrieved from
http://www2.ed.gov/policy/elsec/leg/esea02/107-110.pdf
Ertem, I. S. (2010). The effect of electronic storybooks on struggling fourth-graders'
reading comprehension. Turkish Online Journal of Educational Technology TOJET, 9(4), 140-155.
Esteves, K. J., & Whitten, E., (2011). Assisted reading with digital audiobooks for
students with reading disabilities. Reading Horizons, 51(1), 21-40.
Faul, F., Erdfelder, E., Lang, A. G., & Buchner, A. (2007). G*Power 3: A flexible

158

statistical power analysis program for the social, behavioral, and biomedical
sciences. Behavior Research Methods, 39, 175-191.
Fawson, P. C., Reutzel, D. R., Smith, J. A., & Moore, S. A. (2009). The influence of
differing the paths to an incentive on third graders' reading achievement and
attitudes. Reading Psychology, 30, 564-583. doi: 10.1080/02702710902753954
Felvégi, E., & Matthew, K. I. (2012). ebooks and literacy in k–12 schools. Computers in
the Schools, 29(1/2), 40-52. doi: 10.1080/07380569.2012.651421
Flesch, R. (1955). Why Johnny can't read and what you can do about it. New York, NY:
Harper & Brothers.
Fletcher, J. M., & Vaughn, S. (2009). Response to intervention: Preventing and
remediating academic difficulties. Child Development Perspectives, 3(1), 30-37.
doi: 10.1111/j.1750-8606.2008.00072.x
Flowerday, T., Schraw, G., & Stevens, J. (2004). The role of choice and interest in
reader engagement. Journal of Experimental Education, 72(2), 93-114.
Foster, W. A., & Miller, M. (2007). Development of the literacy achievement gap: A
longitudinal study of kindergarten through third grade. [Feature]. Language,
Speech, and Hearing Services in Schools, 38(3), 173-181. doi: 10.1044/01611461(2007/018)
Fountas, I. C. & Pinnell, G. S. (1999). Matching books to readers: Using leveled texts in
guided reading. K-3. Portsmouth, NH: Heinemann.
Francis, D. J., Shaywitz, S. E., Stuebing, K. K., Shaywitz, B. A., & Fletcher, J. M.

159

(1996). Developmental lag versus deficit models of reading disability: A
longitudinal, individual growth curves analysis. Journal of Educational
Psychology, 88(1), 3-17. doi: 10.1037/0022-0663.88.1.3
Frey, N., & Fisher, D. (2010). Reading and the brain: What early childhood educators
need to know. Early Childhood Education Journal, 38(2), 103-110. doi:
10.1007/s10643-010-0387-z
Gall, M. D., Gall, J. P., & Borg, W. R., (2007). Educational research: An introduction
(8th ed.). New York, NY: Allyn & Bacon.
Geary, D. C. (2002). Principles of evolutionary educational psychology. Learning and
Individual Differences, 12, 317-345. doi: 10.1016/s1041-6080(02)00046-8
Geary, D. C. (2008). An evolutionarily informed education science. Educational
Psychologist, 43(4), 179-195. doi: 10.1080/00461520802392133
Gijsel, M. A. R., Bosman, A. M. T., & Verhoeven, L. (2006). Kindergarten risk factors,
cognitive factors, and teacher judgments as predictors of early reading in Dutch.
Journal of Learning Disabilities, 39(6), 558-571. Doi:
10.1177/00222194060390060701
Gilbert, L. M., & Williams, R. L. (1996). Use of assisted reading to increase correct
reading rates and decrease error rates of students. Journal of Applied Behavior
Analysis, 29(2), 255.
Gilbert, L. M., Williams, R. L., & McLaughlin, T. F. (1996). Use of assisted reading to
increase correct reading rates and decrease error rates of students with learning
disabilities. Journal of Applied Behavior Analysis, 29(2), 255-257.
Gray, L., Thomas, N., & Lewis, L. (2010). Teachers' use of educational technology in

160

U.S. public schools: 2009. National Center for Education Statistics, Institute of
Education Sciences. Washington, DC: U.S. Department of Education. doi:
10.1037/e546462010-001
Greenlee-Moore, M. E., & Smith, L. L. (1996). Interactive computer software: The
effects on young children's reading achievement. Reading Psychology, 17(1), 4364. doi: 10.1080/0270271960170102
Grimshaw, S., Dungworth, N., McKnight, C., & Morris, A. (2007). Electronic books:
Children's reading and comprehension. British Journal of Educational
Technology, 38(4), 583-599. doi: 10.1111/j.1467-8535.2006.00640.x
Guthrie, J. T., Wigfield, A., Metsala, J. L., & Cox, K. E. (1999). Motivational and
cognitive predictors of text comprehension and reading amount. Scientific Studies
of Reading, 3(3), 231–256. doi: 10.1207/s1532799xssr0303_3
Haertel, G. D. (2011). Quasi-experimental research. In C. Kridel (Ed.), Encyclopedia of
Curriculum Studies. Vol. 2. (pp. 711-715). Thousand Oaks, CA: Sage Reference.
Hallstrom, J., & Gyberg, P. (2011). Technology in the rear-view mirror: How to better
incorporate the history of technology into technology education. International
Journal of Technology and Design Education, 21(1), 3-17. doi: 10.1007/s10798009-9109-5
Hapstak, J. A., & Tracey, D. H. (2007). Effects of assisted-repeated reading on students
of varying reading ability: A single-subject experimental research study. Reading
Horizons, 47(4), 315-334.

161

Harn, B. A., Linan-Thompson, S., & Roberts, G. (2008). Intensifying instruction: Does
additional instructional time make a difference for the most at-risk first graders?
Journal of Learning Disabilities, 41(2), 115-125. doi:
10.1177/0022219407313586
Harris, A. (2011). How effective are print-based comprehension models for reading and
assessing multimodal texts? Literacy Learning: The Middle Years, 19(3), 19-32.
Retrieved from http://go.galegroup.com/ps/i.do?id=GALE%7CA
269531647&v=2.1&u=vic_liberty&it=r&p=AONE&sw=w&asid=4f806a13ac4b7
fccdab331de56a106a9
Hasselbring, T. S., Goin, L., Taylor, R., Bottge, B., & Daley, P. (1997). The computer
doesn't embarrass me. Educational Leadership, 55(3), 30-33.
Indrisano, R., & Chall, J. S. (1995). Literacy development. Journal of Education, 177(1),
63.
International Reading Association. (2009). New literacies and 21st-century technologies.
Retrieved from http://www.reading.org/General/AboutIRA/ PositionStatements/
21stCenturyLiteracies.aspx
Johnson, L., Adams, S., & Cummins, M., (2012). NMC horizon report: 2012 K-12
edition. Austin, TX: The New Media Consortium.
Johnson, L., Smith, R., Willis, H., Levine, A., & Haywood, K., (2011). The 2011
horizon report. Austin, TX: The New Media Consortium.
Johnson, L., Adams, S., Estrada, V., and Freeman, A. (2014). NMC horizon report:
2014 k-12 edition. Austin, TX: The New Media Consortium.
Jones, T., & Brown, C. (2011). Reading engagement: A comparison between e-books and

162

traditional print books in an elementary classroom. International Journal of
Instruction, 4(2), 5-22.
Kaniuka, T. S. (2010). Reading achievement, attitude toward reading, and reading selfesteem of historically low achieving students. Journal of Instructional
Psychology, 37(2), 184-188. Retrieved from
http://go.galegroup.com/ps/i.do?id=GALE%7CA231807638&v=2.1
&u=vic_liberty&it=r&p=AONE&sw=w&asid=5f32d1a0f13c2b1352fc615a76625
6f3
Katzir, T., Lesaux, N., & Young-Suk, K. (2009). The role of reading self-concept and
home literacy practices in fourth grade reading comprehension. Reading &
Writing, 22(3), 261-276. doi: 10.1007/s11145-007-9112-8
Kaur, P. (2010). Examine the diverse theories of attitude development. International
Journal of Educational Administration, 2(3), 615-619.
Kayiran, B., & Karabay, A. (2012). A study on reading comprehension skills of primary
school 5th grade students -learning basic reading and writing skills through
phonics-based sentence method or decoding method. Educational Sciences:
Theory & Practice, 12(4), 2854-2860.
Kempe, C., Eriksson-Gustavsson, A. L., & Samuelsson, S. (2011). Are there any
Matthew effects in literacy and cognitive development? Scandinavian Journal of
Educational Research, 55(2), 181-196. doi: 10.1080/00313831.2011.554699
Kihlstrom, J. F., & Harackiewicz, J. M. (1990). An evolutionary milestone in the
psychology of personality. Psychological Inquiry, 1(1), 86.
Kirby, J. R., Ball, A., Geier, B. K., Parrila, R., & Wade-Woolley, L. (2011). The

163

development of reading interest and its relation to reading ability. Journal of
Research in Reading, 34(3), 263-280. doi: 10.1111/j.1467-9817.2010.01439.x
Knudsen, E. I., Heckman, J. J., Cameron, J. L., & Shonkoff, J. P. (2006). Economic,
neurobiological, and behavioral perspectives on building America's future
workforce. Proceedings of the National Academy of Sciences of the United States
of America, 103(27), 10155-10162. doi: 10.1073/pnas.0600888103
Kontovourki, S. (2012). Reading leveled books in assessment classrooms: A close
examination of unmarked processes of assessment. Reading Research Quarterly,
47(2), 153-171. doi: 10.1002/RRQ.014
Korat, O. (2010). Reading electronic books as a support for vocabulary, story
comprehension and word reading in kindergarten and first grade. Computers &
Education, 55, 24-31. doi: 10.1016/j.compedu.2009.11.014
Korat, O., & Blau, H. (2010). Repeated reading of CD-ROM storybook as a support for
emergent literacy: A developmental perspective in two SES groups. Journal of
Educational Computing Research, 43(4), 445-466. doi: 10.2190/EC.43.4.b
Korat, O., Segal-Drori, O., & Klien, P. (2009). Electronic and printed books with and
without adult support as sustaining emergent literacy. Journal of Educational
Computing Research, 41(4), 453-475. doi: 10.2190/EC.41.4.d
Korat, O., & Shamir, A. (2004). Do Hebrew electronic books differ from Dutch
electronic books? A replication of a Dutch content analysis. Journal of Computer
Assisted Learning, 20(4), 257-268. doi: 10.1111/j.1365-2729.2004.00078.x

164

Korat, O., & Shamir, A. (2007). Electronic books versus adult readers: Effects on
children's emergent literacy as a function of social class. Journal of Computer
Assisted Learning, 23(3), 248-259. doi: 10.1111/j.1365-2729.2006.00213.x
Korat, O., & Shamir, A. (2008). The educational electronic book as a tool for supporting
children’s emergent literacy in low versus middle SES groups. Computers &
Education, 50(1), 110-124. doi: 10.1016/j.compedu.2006.04.002
Korat, O., & Shamir, A. (2012). Direct and indirect teaching: Using e-books for
supporting vocabulary, word reading, and story comprehension for young
children. Journal of Educational Computing Research, 46(1), 135-152.
doi:10.1016/j.compedu.2006.04.002
Koskinen, P. S., Blum, I. H., Bisson, S. A., Phillips, S. M., Creamer, T. S., & Baker, T.
K. (2000). Book access, shared reading, and audio models: The effects of
supporting the literacy learning of linguistically diverse students in school and at
home. Journal of Educational Psychology, 92(1), 23-36. doi: 10.1037/00220663.92.1.23
Kozak, Marcin. (2009). Analyzing one-way experiments: A piece of cake or a pain in the
neck? Scientia Agricola, 66(4), 556-562. Retrieved October 09, 2014, from
http://www.scielo.br/scielo.php?script=sci_arttext&pid=S010390162009000400020&lng=en&tlng=en. 10.1590/S0103-90162009000400020
Kraska, M. (2010). Quantitative research. In N. J. Salkind (Ed.), Encyclopedia of
research design. Vol. 3. (pp. 1166-1171). Thousand Oaks, CA: Sage Reference.
Kucer, S. B. (2005). Dimensions of literacy: A conceptual base for teaching reading and
writing in school settings. Retrieved from nlebk database http://search.ebscohost.

165

com.ezproxy.liberty.edu:2048/login.aspx?direct=true&db=nlebk&AN=124580&s
ite=ehost-live&scope=site
Kucer, S. B. (2011). Revisiting the contextual information available to readers reading.
Literacy Research & Instruction, 50(3), 216-228. doi:
10.1080/19388071.2010.512378
Kush, J. C., Watkins, M., & Brookhart, S. M. (2005). The temporal-interactive influence
of reading achievement and reading attitude. Educational Research & Evaluation,
11(1), 29-44. doi: 10.1080/13803610500110141
Kutner, M., Greensberg, E., Boyle, B., Hsu, Y., & Dunleavy, E. (2007). Literacy in
everyday life: Results from the 2003 national assessment of adult literacy.
Washington, DC: National Center for Education Statistics.
Labbo, L. D., & Kuhn, M. R. (2000). Weaving chains of affect and cognition: A young
child's understanding of CD-ROM talking books. Journal of Literacy Research,
32(2), 187 - 210. doi: 10.1080/10862960009548073
Lacina, J., Block, C. C., & Weed, C. T. (2009). A historical perspective of the reading
profession: A comparison of peer-reviewed presentations at the 1975, 1976, 2005,
& 2006 International Reading Association conferences. New England Reading
Association Journal, 45(1), 64-72.
Lamb, A., & Johnson, L. (2011). Nurturing a New Breed of Reader. Teacher Librarian,
39(1), 56-63.
Larson, L. C. (2008). Electronic reading workshop: Beyond books with new literacies
and instructional technologies. Journal of Adolescent & Adult Literacy, 52(2),
121-131. doi: 10.1598/jaal.52.2.3

166

Larson, L. C. (2010). Digital readers: The next chapter in e-book reading and response.
Reading Teacher, 64(1), 15-22. doi: 10.1598/rt.64.1.2
Leahy, W., & Sweller, J. (2011). Cognitive load theory, modality of presentation and the
transient information effect. Applied Cognitive Psychology, 25(6), 943-951. doi:
10.1002/acp.1787
Learning Point Associates. (2007). Understanding the No Child Left Behind Act:
Technology integration. (ED-01-CO-00011 and S283B050012). Retrieved from
http://www.learningpt.org/QuickKeys/
Lebert, M. (2005). Project Gutenberg, from 1971 to 2005. Retrieved from
http://www.etudes-francaises.net/dossiers/gutenberg_eng.htm.
Lefever-Davis, S., & Pearman, C. (2005). Early readers and electronic texts: CD-ROM
storybook features that influence reading behaviors. The Reading Teacher, 58(5),
446-454. doi: 10.1598/rt.58.5.4
Leppänen, U., Aunola, K., & Nurmi, J. E. (2005). Beginning readers' reading
performance and reading habits. Journal of Research in Reading, 28(4), 383-399.
doi: 10.1111/j.1467-9817.2005.00281.x
Lesnick, J., Gorerge, R., Smithgall, C., & Gwynne, J. (2010). Reading on grade level in
third grade: How is it related to high school performance and college enrollment.
Chicago, IL: University of Chicago.
LeVasseur, V. M., Macaruso, P., & Shankweiler, D. (2008). Promoting gains in reading
fluency: A comparison of three approaches. Reading & Writing, 21(3), 205-230.
doi: 10.1007/s11145-007-9070-1
Lo, Y. Y., Cooke, N. L., & Starling, A. L. P. (2011). Using a repeated reading program to

167

improve generalization of oral reading fluency. Education and Treatment of
Children, 34(1), 115-140. Retrieved from
http://go.galegroup.com/ps/i.do?id=GALE%7CA
248251132&v=2.1&u=vic_liberty&it=r&p=AONE&sw=w&asid=7bd4e5c62601
4301d5103165a287dc0c
Macaruso, P., & Rodman, A. (2009). Benefits of computer-assisted instruction for
struggling readers in middle school. European Journal of Special Needs
Education, 24(1), 103-113. doi: 10.1080/08856250802596774
Martin, J. (2004). Self-regulated learning, social cognitive theory, and agency.
Educational Psychologist, 39(2), 135-145.
Martinez, R. S., Aricak, O. T., & Jewell, J. (2008). Influence of reading attitude on
reading achievement: A test of the temporal-interaction model. Psychology in the
Schools, 45(10), 1010-1022. doi: 10.1002/pits.20348
Matthew, K. I. (1996). The impact of CD-ROM storybooks on children’s reading
comprehension and reading attitude. Journal of Educational Multimedia and
Hypermedia, 5(3), 379-394.
Mayer, R. E. (2011). Applying the science of learning to multimedia instruction. In J. P.
Mestre & B. H. Ross (Eds.), The psychology of learning and motivation:
Cognition in education. (Chapter 3, pp. 77-103). Amsterdam, Netherlands:
Academic Press. doi: 10.1016/B978-0-12-387691-1.00003-X
McAlister, A. L., Perry, C. L., & Parcel, G. S. (2008). How individuals, environments,
and health behavior interact: Social cognitive theory. In K. Glanz, B. Rimer, & K.
Viswanath (Eds.), Health behavior and health education: Theory, research, and

168

practice. (Chapter 8, 167-185). [Adobe Digital Editions version]. doi:
9780470396292
McKenna, M.C. (2002). Help for struggling readers: Strategies for grades 3 – 8. New
York, NY: Guilford.
McKenna, M. C., Conradi, K., Lawrence, C., Jang, B. G., & Meyer, J. P. (2012). Reading
attitudes of middle school students: Results of a U.S. survey. Reading Research
Quarterly, 47(3), 283-306. doi: 10.1002/rrq.021
McKenna, M. C., & Kear, D. (1990). Measuring attitude toward reading: A new tool for
teachers. Reading Teacher, 43(9), 626-639.
McKenna, M. C., Kear, D. J., & Ellsworth, R. A. (1995). Children's attitudes toward
reading: A national survey. Reading Research Quarterly, 30(4), 934.
McKool, S. S. (2007). Factors that influence the decision to read: An investigation of
fifth grade students' out-of-school reading habits. Reading Improvement, 44(3),
111-131.
Mearns, J. (2009). Social learning theory. In H. T. Reis & S. Sprecher (Eds.),
Encyclopedia of human relationships. Vol. 3 (pp. 1537-1540). Thousand Oaks,
CA: Sage Publications.
Menon, S., & Hiebert, E. H. (2005). A comparison of first graders' reading with little
books or literature-based basal anthologies. Reading Research Quarterly, 40(1),
12-38. doi:10.1598/RRQ.40.1.2
Menzies, H. M., Mahdavi, J. N., & Lewis, J. L. (2008). Early intervention in reading:
From research to practice. Remedial and Special Education, 29(2), 67-77.

169

Meyer, B. J. F., & Ray, M. N. (2011). Structure strategy interventions: Increasing reading
comprehension of expository text. International Electronic Journal of Elementary
Education, 4(1), 127-152. doi: 10.1177/0741932508315844
Michigan Department of Education. (2013). Michigan schools accountability scorecards
2013. Retrieved from http://www.mi.gov/documents/ mde/ScorecardGuide
_426897_7.pdf
Miller, G. A. (1956). The magical number seven, plus or minus two: Some limits on our
capacity for processing information. Psychological Review, 63(2), 81-97. doi:
10.1037/h0043158
Miller, L., Blackstock, J., & Miller, R. (1994). An exploratory study into the use of CDROM storybooks. Computers & Education, 22(1–2), 187-204. doi: 10.1016/03601315(94)90087-6
Miller, P. H., (2002). Theories of developmental psychology. New York, NY: Worth.
Moody, A. K. (2007). Engagement and communication during shared storybook reading:
A comparison of electronic and traditional books for preschoolers who are at-risk
(Doctoral dissertation). Retrieved from ProQuest Dissertations & Theses Full
Text database (3280021).
Moody, A. K. (2010). Using electronic books in the classroom to enhance emergent
literacy skills in young children. Journal of Literacy & Technology, 11(4), 22-52.
Moody, S. W. & Vaughn, S. (1997). Instructional grouping for reading. Remedial &
Special Education, 18(6), 347.
Moray, N. (1979). Mental workload: Its theory and measurement. New York, NY:
Plenum.

170

Moreno, R., & Park, B. (2010). Cognitive load theory: Historical development and
relation to other theories. In J. L. Plass, R. Moreno, & R. Brünken (Eds.),
Cognitive load theory (pp. 29-47). New York, NY: Cambridge University Press.
Morgan, P. L., & Fuchs, D. (2007). Is there a bidirectional relationship between
children's reading skills and reading motivation? Exceptional Children, 73(2),
165-183. doi: 10.1177/001440290707300203
Morrow, L. M., & Dougherty, S. (2011). Early literacy development: Merging
perspectives that influence practice. Journal of Reading Education, 36(3), 5-11.
Mousavi, S. Y., Low, R., & Sweller, J. (1995). Reducing cognitive load by mixing
auditory and visual presentation modes. Journal of Educational Psychology,
87(2), 319-334. doi: 10.1037/0022-0663.87.2.319
National Center for Education Statistics. (2011). The nation’s report card: Reading
2011 (NCES 2012-457). Retrieved from Institute of Education Sciences, U.S.
Department of Education. http://nces.ed.gov/nationsreportcard/pdf/main2011/
2012457.pdf
National Center for Education Statistics. (2013). The nation’s report card: Reading
2011 (NCES 2014-451). Retrieved from Institute of Education Sciences, U.S.
Department of Education. http://nationsreportcard.gov/reading_2013/
National Reading Panel. (2000). Teaching children to read: An evidence-based
assessment of the scientific research literature on reading and its implications for
reading instruction (NIH Publication No. 00-4769). Retrieved from
http://www.nichd.nih.gov/publications/nrp/smallbook.cfm

171

Nichols, W. D., Rupley, W. H., & Rasinski, T. (2009). Fluency in learning to read for
meaning: Going beyond repeated readings. Literacy Research and Instruction,
48(1), 1-13. doi: 10.1080/19388070802161906
No Child Left Behind Act of 2001, Pub. L. No. 107-110,§ 1201, 115 Stat. 1535 (2002).
Retrieved from http://www2.ed.gov/policy/elsec/leg/esea02/107-110.pdf
Norris, C., Sullivan, T., Poirot, J., & Soloway, E. (2003). No access, no use, no impact:
Snapshot surveys of educational technology in K-12. Journal of Research on
Technology in Education, 36(1), 15-27.
Oakhill, J., Hartt, J., & Samols, D. (2005). Levels of comprehension monitoring and
working memory in good and poor comprehenders. Reading and Writing: An
Interdisciplinary Journal, 18(7-9), 657-686. doi: 10.1007/s11145-005-3355-z
Oakley, G., & Jay, J. (2008). "Making time" for reading: Factors that influence the
success of multimedia reading in the home. Reading Teacher, 62(3), 246-255.
doi: 10.1598/rt.62.3.6
O'Connor, E. A., Fish, M. C., & Yasik, A. E. (2004). The influence of teacher experience
on the elementary classroom system: An observational study. Journal of
Classroom Interaction, 39(1), 11-18.
Othman, Y., Darussalam, U. B., & Darussalam, B. (2010). Application of metacognition
strategies and awareness when reading text. The International Journal of
Learning, 17(3), 457-471.
Paas, F., Renkl, A., & Sweller, J. (2004). Cognitive load theory: Instructional
implications of the interaction between information structures and cognitive
architecture. Instructional Science, 32(1), 1-8.

172

Paas, F., & Sweller, J. (2012). An evolutionary upgrade of cognitive load theory: Using
the human motor system and collaboration to support the learning of complex
cognitive tasks. Educational Psychology Review, 24(1), 27-45. doi:
10.1007/s10648-011-9179-2
Paas, F., Tuovinen, J. E., Tabbers, H., & Van Gerven, P. W. M. (2003). Cognitive load
measurement as a means to advance cognitive load theory. Educational
Psychologist, 38(1), 63-71.
Pearman, C. (2008). Independent reading of CD-ROM storybooks: Measuring
comprehension with oral retellings. The Reading Teacher, 61(8), 594-602. doi:
10.1598/rt.61.8.1
Perez-Johnson, I., & Maynard, R. (2007). The case for early, targeted interventions to
prevent academic failure. Peabody Journal of Education, 82(4), 587-616. doi:
10.1080/01619560701602983
Pestalozzi, J. H. (1801). How Gertrude teaches her children: An attempt to help mothers
to teach their own children and an account of the method. (L. Holland & F.
Turner, Trans.). London, UK: Swan Sonnenshein & Co, Lim. Retrieved from
http://studentzone.roehampton.ac.uk/library/digital-collection/froebelarchive/gertrude/Gertrude%20complete.pdf
Petrina, S. (2002). Getting a purchase on 'the school of tomorrow' and its constituent
commodities: Histories and historiographies of technologies. History of Education
Quarterly, 42(1), 75-111. doi: 10.1111/j.1748-5959.2002.tb00101.x

173

Petscher, Y. (2010). A meta-analysis of the relationship between student attitudes
towards reading and achievement in reading. Journal of Research in Reading,
33(4), 335-355. doi: 10.1111/j.1467-9817.2009.01418.x
Pinnell, G. S., & Fountas, I. C. (2009). When readers struggle: Teaching that works.
Portsmouth, NH: Heinemann.
Pressley, M. (1998). Reading instruction that works: The case for balanced teaching.
New York, NY: Guilford Press.
Pressley, M., Roehrig, A., Bogner, K., Raphael, L. M., & Dolezal, S. (2002). Balanced
literacy instruction. Focus on Exceptional Children, 34(5), 1-14.
Rasinski, T. V. (1990). Effects of repeated reading and listening-while-reading on
reading fluency. Journal of Educational Research, 83(3), 147-150.
Reinking, D. (1997). Me and my hypertext: A multiple digression analysis of technology
and literacy. The Reading Teacher, 50(8), 626-643.
Reinking, D. (1998). Handbook of literacy and technology: Transformations in a posttypographic world. Mahwah, NJ: L. Erlbaum Associates.
Reis, S. M., & Boeve, H. (2009). How academically gifted elementary, urban students
respond to challenge in an enriched, differentiated reading program. Journal for
the Education of the Gifted, 33, 203-240,296,298.
Reis, S. M.., Eckert, R. D., McCoach, D. B., Jacob, J. K., & Coyne, M. (2008). Using
enrichment reading practices to increase reading fluency, comprehension, and
attitudes. The Journal of Educational Research. 101(5), 299-314.
doi.org/10.3200/joer.101.5.299-315
Reis, S. M., Gubbins, E. J., Briggs, C. J., Schreiber, F. J., … Renzulli, J. S. (2004).

174

Reading instruction for talented readers: Case studies documenting few
opportunities for continuous progress. The Gifted Child Quarterly, 48(4), 315338.
Reutzel, D. R., Fawson, P. C., & Smith, J. A. (2008). Reconsidering silent sustained
reading: An exploratory study of scaffolded silent reading. Journal of Educational
Research, 102(1), 37-50. doi: 10.3200/joer.102.1.37-50
Rice, W. R. (1989). Analyzing tables of statistical tests. Evolution, 43(1), 223-225.
doi.org/10.2307/2409177
Rockinson-Szapkiw, A. J., & Holder, D. E. (2011). Discovering the potential of e-books
as effective learning tools. Retrieved from
http://isteconference.org/conferences/ISTE/2011/handout_uploads/KEY_6063863
5/RockinsonSzapkiw_2011_ISTE_ebook_RP.pdf?referer=http%3A%2F%2Fwork
s.bepress.com%2Famanda_rockinson_szapkiw%2F36%2F
Roorda, D. L., Koomen, H. M. Y., Spilt, J. L., & Oort, F. J. (2011). The influence of
affective teacher-student relationships on students' school engagement and
achievement: A meta-analytic approach. Review of Educational Research, 81(4),
493-529. doi: 10.3102/0034654311421793
Roskos, K., Brueck, J., & Widman, S. (2009). Investigating analytic tools for e-book
design in early literacy learning. Journal of Interactive Online Learning, 8(3),
218-240.
Roskos, K., Burstein, K., You, B., Brueck, J., & O'Brien, C. (2011). A formative study
of an e-book instructional model in early literacy. Creative Education, 2(1), 1017. doi: 10.4236/ce.2011.21002

175

Rummer, R., Schweppe, J., Furstenberg, A., Seufert, T., & Brunken, R. (2010). Working
memory interference during processing texts and pictures: Implications for the
explanation of the modality effect. Applied Cognitive Psychology, 24(2), 164-176.
doi: 10.1002/acp.1546
Santally, M. I., & Goorah, S. (2012). Investigation of student understanding and learning
in multimedia presentations using human and synthesized voices based on the
'voice principle'. International Journal of Learning, 18(11), 45-66.
Savage, R., & Carless, S. (2008). The impact of early reading interventions delivered by
classroom assistants on attainment at the end of Year 2. British Educational
Research Journal, 34(3), 363-385. doi: 10.1080/01411920701609315
Scharer, P. L., Pinnell, G. S., Lyons, C., & Fountas, I. (2005). Becoming an engaged
reader. Educational Leadership, 63(2), 24-29.
Schmitt, A. J., Hale, A. D., McCallum, E., & Mauck, B. (2011). Accommodating
remedial readers in the general education setting: Is listening-while-reading
sufficient to improve factual and inferential comprehension? Psychology in the
Schools, 48(1), 37-45. doi: 10.1002/pits.20540
Schnotz, W., & Kürschner, C. (2007). A reconsideration of cognitive load theory.
Educational Psychology Review, 19(4), 469-508. doi: 10.1007/s10648-007-90534
Schunk, D. H. (1989). Self-efficacy and cognitive skill learning. In C. Ames & R. Ames
(Eds.), Research on motivation in education: Vol. 3. Goals and cognitions (pp.
13-44). San Diego, CA: Plenum Publishing Corporation.
Schwamborn, A., Thillmann, H., Opfermann, M., & Leutner, D. (2011). Cognitive load

176

and instructionally supported learning with provided and learner-generated
visualizations. Computers in Human Behavior, 27(1), 89-93. doi:
10.1016/j.chb.2010.05.028
Segal-Drori, O., Korat, O., Shamir, A., & Klein, P. S. (2010). Reading electronic and
printed books with and without adult instruction: Effects on emergent reading.
Reading and Writing, 23(8), 913-930. doi: 10.1007/s11145-009-9182-x
Servilio, K. L. (2009). You get to choose! Motivating students to read through
differentiated instruction. Teaching Exceptional Children Plus, 5(5), 2-11.
Shadish, W. R., Cook, T. D., & Campbell, D. T. (2002). Experimental and
quasi-experimental designs for generalized causal inference. Boston, MA:
Houghton Mifflin.
Shamir, A., & Korat, O. (2006). How to select CD-ROM storybooks for young children:
The teacher's role. Reading Teacher, 59(6), 532-543. doi: 10.1598/rt.59.6.3
Shamir, A., & Korat, O. (2009). The educational electronic book as a tool for supporting
children’s emergent literacy. In A. G. Bus & S. B. Neuman (Eds.). Multimedia
and literacy development: Improving achievement for young learners. (pp. 168181) New York, NY: Routledge, Taylor and Francis Group.
Shanahan, T. (2006). The national reading report: Practical advice for teachers.
Naperville, IL: Learning Point Associates.
Shapley, K., Sheehan, D., Maloney, C., & Caranikas-Walker, F. (2010). Effects of
technology immersion on teachers' growth in technology competency, ideology,
and practices. Journal of Educational Computing Research, 42(1) 1-33. doi:
10.2190/EC.42.1.a

177

Sheehy, N. (2004). Fifty key thinkers in psychology. Routledge Key Guides. Retrieved
from nlebk database Retrieved from http://search.ebscohost.com.ezproxy.
liberty.edu:http://search.ebscohost.com.ezproxy.liberty.edu:2048/login.aspx?direc
t=true&db=nlebk&AN=94892&site=ehost-live&scope=site
Simmons, D. C., Coyne, M. D., Kwok, O. M., McDonagh, S., Harn, B. A., & Kame'enui,
E. J. (2008). Indexing response to intervention: A longitudinal study of reading
risk from kindergarten through third grade. Journal of Learning Disabilities,
41(2), 158-173. doi: 10.1177/0022219407313587
Slavin, R. E., Lake, C., Chambers, B., Cheung, A., & Davis, S. (2009). Effective reading
programs for the elementary grades: A best-evidence synthesis. Review of
Educational Research, 79(4), 1391-1466. doi: 10.3102/0034654309341374
Slavin, R. E., Lake, C., Davis, S., & Madden, N. A. (2009). Effective programs for
struggling readers: A best-evidence synthesis. Review of Educational Research,
6(1), 1-26. doi: 10.1016/j.edurev.2010.07.002
Snow, C., Burns, S., & Griffin, P. (Eds.) (1998). Preventing reading difficulties in young
children. Washington, DC: National Academy Press.
Snyder, F. J., Acock, A. C., Vuchinich, S., Beets, M. W., Washburn, I. I., & Flay, B. R.
(2013). Preventing negative behaviors among elementary-school students through
enhancing students' social-emotional and character development. American
Journal of Health Promotion, 28(1), 50-58. doi:10.4278/ajhp.1204 19-QUAN207.2
Soleimani, H., & Mohammadi, E. (2012). The effect of text typographical features on

178

legibility, comprehension, and retrieval of EFL learners. English Language
Teaching, 5(8), 207-216. doi: 10.5539/elt.v5n8p207
Srivastava, P., & Gray, S. (2012). Computer-based and paper-based reading
comprehension in adolescents with typical language development and languagelearning disabilities. Language, Speech & Hearing Services in Schools, 43(4),
424-437. doi: 10.1044/0161-1461(2012/10-0108)
Stange, T. V. (2013). Exploring text level difficulty and matching texts for reading
achievement. Education Matters, 1(2), 111-128.
Stanovich, K. E. (2008). Matthew effects in reading: Some consequences of individual
differences in the acquisition of literacy. Journal of Education, 189(1/2), 23-55.
doi: 10.1598/rrq.21.4.1
Sternberg, B. J., Kaplan, K. A., & Borck, J. E. (2007). Enhancing adolescent literacy
achievement through integration of technology in the classroom. Reading
Research Quarterly, 42(3), 416-420. doi: 10.1598/RRQ.42.3.6
Swanson, E., Vaughn, S., Wanzek, J., Petscher, Y., Heckert, J., Cavanaugh, C., . . .
Tackett, K. (2011). A synthesis of read-aloud interventions on early reading
outcomes among preschool through third graders at risk for reading difficulties.
Journal of Learning Disabilities, 44(3), 258-275. doi:
10.1177/0022219410378444
Sweller, J. (1988). Cognitive load during problem solving: Effects on learning. Cognitive
Science, 12, 257-285.
Sweller, J. (2010a). Cognitive load theory: Recent theoretical advances. In J. L. Plass, R.

179

Moneno, & R. Brünken (Eds.), Cognitive load theory (pp. 29-47). New York,
NY: Cambridge University Press.
Sweller, J. (2010b). Element interactivity and intrinsic, extraneous, and germane
cognitive load. Educational Psychology Review, 22(2), 123-138. doi:
10.1007/s10648-010-9128-5
Sweller, J. (2011). Cognitive load theory. In J. P. Mestre & B. H. Ross (Eds.), The
psychology of learning and motivation: Cognition in education (pp. 37-74).
Cambridge, NY: Cambridge University Press. Retrieved from
http://site.ebrary.com/lib/liberty/ docDetail.action?docID=10488604
Sweller, J., & Sweller, S. (2006). Natural information processing systems. Evolutionary
Psychology, 4, 434-458.
Sweller, J., van Merriënboer, J. J. G., & Paas, F. (1998). Cognitive architecture and
instructional design. Educational Psychology Review. 10, 251–296.
Tabachnick, B.G., & Fidell, L.S. (2007). Using multivariate statistics. Boston, MA:
Pearson Education, Inc.
Taguchi, E., Takayasu-Maass, M., & Gorsuch, G. J. (2004). Developing reading fluency
in EFL: How assisted repeated reading and extensive reading affect fluency
development. Reading in a Foreign Language, 16(2), 70-96.
TaŞDemİR, M. (2010). A case study on the relations between the use of comprehension
strategies and achievement in using textbooks. Journal of Turkish Educational
Sciences, 8(4), 944-947.
Taylor, B. M., Frye, B. J., & Maruyama, G. M., (1990). Time spent reading and reading
growth. American Educational Research Journal, 27(2), 351-362.

180

Taylor, B. M., Pearson, P. D., Clark, K., & Sharon, W. (2000). Effective schools and
accomplished teachers: Lessons about primary-grade reading instruction in lowincome schools. The Elementary School Journal, 101(2), 121-165. doi:
10.2307/1002340
Treptow, M. A., Burns, M. K., & McComas, J. J. (2007). Reading at the frustration,
instructional, and independent levels: The effects on students' reading
comprehension and time on task. School Psychology Review, 36(1), 159-166.
U. S. Census Bureau. (2014). State and county quick facts. [Data file]. Retrieved
from http://quickfacts.census.gov/qfd/states/26000.html
U.S. Department of Education, Office of Educational Technology. (2010). Transforming
American education: Learning powered by technology. Washington, DC:
Government Printing Office.
Van Breudelen, G. J. P. (2011). Analysis of covariance (ANCOVA). In N. J. Salkind
(Ed.), Encyclopedia of research design:Vol. 1 (pp. 20-25). Thousand Oaks, CA:
Sage Reference.
van Merriënboer, J. J. G., & Sweller, J. (2005). Cognitive load theory and complex
learning: Recent developments and future directions. Educational Psychology
Review, 17(2), 147-178. doi: 10.1007/s10648-005-3951-0
VanOrman, L. (2013). Gier Elementary School annual education report. Hillsdale, MI.
Vaughn, S., Wanzek, J., Murray, C. S., Scammacca, N., Linan-Thompson, S., &
Woodruff, A. L. (2009). Response to early reading intervention examining higher
and lower responders. Exceptional Children, 75(2), 165-183.

181

Venezky, R. (1977). Research on reading processes: A historical perspective. American
Psychologist, 32(5), 339-345. doi: 10.1037/0003-066X.32.5.339
van Steensel, R. (2006). Relations between socio-cultural factors, the home literacy
environment and children's literacy development in the first years of primary
education. Journal of Research in Reading, 29(4), 367-382. doi: 10.1111/j.14679817.2006.00301.x
Verhallen, M. J. A. J., Bus, A. G., & de Jong, M. T. (2006). The promise of multimedia
stories for kindergarten children at risk. Journal of Educational Psychology,
98(2), 410-419. doi: 10.1037/0022-0663.98.2.410
Vygotsky, L. S. (1978). Mind and society: The development of higher psychological
processes. In M. Cole, V. John-Steiner, E. Scribner, & E. Souberman (Eds.),
Cambridge, MA: Harvard University Press.
Wang, F., & Reeves, T. C. (2003). Why do teachers need to use technology in their
classrooms? Issues, problems, and solutions. Computers in the Schools, 20(4), 4965. doi: 10.1300/J025v20n04_05
Wasson, B. B., Beare, P. L., & Wasson, J. B. (1990). Classroom behavior or good and
poor readers. Journal of Educational Research, 83(3), 162-165.
Webster, C. A. (2010). Relating student recall to expert and novice teachers' instructional
communication: An investigation using receiver selectivity theory. Physical
Education and Sport Pedagogy, 15(4), 419-433. doi:
10.1080/17408980903535826
Wehby, J. H., Lane, K. L., & Falk, K. B. (2005). An inclusive approach to improving

182

early literacy skills of students with emotional and behavioral disorders.
Behavioral Disorders, 30(2), 155-169.
Welch, M. (2010). Instructional technological factors that impede and impel struggling
adolescent students' reading comprehension. International Journal of Technology,
Knowledge & Society, 6(4), 137-150.
Whitley, T. W. (1979). The effects of individualized instruction on the attitudes of middle
school pupils. Journal of Educational Research, 72(4), 188-193.
Wichadee, S. (2011). The effects of metacognitive strategy instruction on EFL Thai
students' reading comprehension ability. Journal of College Teaching &
Learning, 8(5), 31-40.
Wigfield, A., & Guthrie, J. T. (1997). Relations of children's motivation for reading to the
amount and breadth or their reading. Journal of Educational Psychology, 89(3),
420-432. doi: 10.1037/0022-0663.89.3.420
Winn, B. D., Skinner, C. H., Oliver, R., Hale, A. D., & Ziegler, M. (2006). The effects of
listening while reading and repeated reading on the reading fluency of adult
learners. Journal of Adolescent & Adult Literacy, 50(3), 196-205. doi:
10.1598/jaal.50.3.4
Wise, J. C., Sevcik, R. A., Morris, R. D., Lovett, M. W., Wolf, M., Kuhn, M., . . .
Schwanenflugel, P. (2010). The relationship between different measures of oral
reading fluency and reading comprehension in second-grade students who
evidence different oral reading fluency difficulties. Language, Speech, and
Hearing Services in Schools, 41(3), 340-348. doi: 10.1044/0161-1461(2009/080093)

183

Wood, D., Bruner, J. S., & Ross, G. (1976). The role of tutoring in problem solving.
Journal of Child Psychology and Psychiatry, and Allied Disciplines, 17(2), 89100.
Woody, W. D., Daniel, D. B., & Baker, C. A. (2010). E-books or textbooks: Students
prefer textbooks. Computers & Education, 55(3), 945-948. doi:
10.1016/j.compedu.2010.04.005
Worrell, F. C., Roth, D. A., & Gabelko, N. H. (2007). Elementary reading attitude survey
(ERAS) scores in academically talented students. Roeper Review, 29(2), 119-124.
doi: 10.1080/02783190709554395
Zaretskii, V. K. (2009). The zone of proximal development: What Vygotsky did not
have time to write. Journal of Russian & East European Psychology, 47(6), 7093. doi: 10.2753/rpo1061-0405470604

184

APPENDIX
Appendix A

185

Appendix B
School Approval Letter

186

Appendix C
Parental Letter
Dear Families,
My name is Annette VanAken. I am a former Bailey Elementary first grade teacher
before moving to Greenville, Pennsylvania. Since moving to Pennsylvania, I have been
actively pursuing my doctoral degree in curriculum and instruction. One of the final
components of my degree from Liberty University is a dissertation study. Attached you
will find information regarding my study. This is a unique opportunity the second grade
classes have to be a part of a study furthering what is known about teaching young people
to read through the use of technology.
It would be greatly appreciated if you would read over the consent form and consider
allowing your child to be part of this study. If you agree for your child to be part of the
study, please sign and return the bottom portion of the attached consent form to your
child’s classroom teacher.
If you have any questions regarding the study or would like more information, two
information sessions will be available to you. The date for these meetings is Thursday,
April 24, 2014. There will be a 5:30 p.m. information session and a 7:00 p.m.
information session located at Gier School in room 130. Identical information will be
available at each session. If you cannot attend either of these sessions, but require more
information before agreeing to have your child participate, you can call me at 517-2627400. I would be happy to answer any questions you may have.
Thank you for taking the time to read the consent form. I am looking forward to being
back in the Hillsdale Schools working with great educators.
Sincerely,

Annette VanAken
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Appendix D
Parental Consent Form

EFFECT OF EBOOKS ON READING LEVEL, READING BEHAVIORS AND
ATTITUDE OF SECOND GRADE STUDENTS
Annette VanAken, Doctoral Candidate
Liberty University, School of Education
Introduction
Your child is invited to participate in the research study, "Effect of Ebooks on Reading
Level, Reading Behaviors and Attitude of Second Grade Students". This study is being
conducted by Annette VanAken, a doctoral student at Liberty University under the
guidance of Dr. Amanda Rockinson-Szapkiw. I understand that participation is voluntary
and I can withdraw my child at any time without penalty and have the results of the
participation, to the degree that it identifies my child, given to me and removed from the
study. This consent form provides you information you will need to read before you
agree to participate in the study. After reading the information, if you have any questions
about anything you do not understand you may ask questions for qualification before
deciding whether or not to participate. Please send all inquiries via email to Annette at
avanaken@liberty.edu .
Purpose of the Study
The purpose of this study is to determine if student's reading attitudes, reading level and
reading behaviors can be influenced through the utilization of ebooks as a reading
instructional tool. While participating in the study your child will complete a survey
regarding their feelings as they imply to reading and fill out a reading log to track reading
behaviors. Implemented in their small group reading instruction, already incorporated by
their classroom teacher, will be the use of ebooks if randomly assigned to the treatment
group to provide this instruction. Your child's reading instruction and independent
reading time will be recorded on reading logs to determine the influence of the ebooks on
reading behaviors. The researcher will also assess your child’s reading level from the
Developmental Reading Assessment testing already taking place in the classroom.
Duration and Location
Your child's participation in the study will last for 4 weeks, beginning in mid to the end
of April of the 2013-2014 school year. Surveys will be conducted prior to the
implementation of the reading intervention and following the 4 week reading intervention
at Gier Elementary School at a mutually agreed upon time. Survey questions will include
questions regarding how your child feels about reading in and out of school. Minimal to
no academic time will be missed to complete the survey.
Procedure
If you allow your child to participate in this study, their participation will require two
sessions taking 10-20 minutes each to complete an attitudes towards reading survey. The
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first session will be given at the beginning of the study and the second session at the end
of the study. Both sessions will be conducted following your child’s lunch period.
Classrooms will be randomly assigned to one of four groups. Group one will complete
all small group reading instruction and independent practice using leveled traditional
books as they currently do. Group two will complete all reading instruction and
independent practice using leveled ebooks on an iPad. Group three will complete small
group reading instruction using using leveled ebooks on an iPad and will have the choice
of reading traditional books or ebooks during independent reading time. Group four will
complete small group reading instruction using using leveled traditional books and will
have the choice of reading traditional books or ebooks during independent reading time.
Participants will complete daily reading logs to verify minutes engaged in reading.
Before the study begins, the school approved DRA2® reading achievement assessments
will be given to identify your child's reading level. Following the 4 week intervention,
the DRA2® reading achievement assessments will be completed again to examine the
effect. DRA2® varies depending on the level of the reader, however the anticipated
assessment time is 15-25 minutes per assessment. This study will be part of the regular
school curriculum.
Potential Risks and Benefits
The risks involved in participation in this study are no more than what any participant
would experience during a normal school day. If your child participates, they will not
experience any achievement testing or reading interventions that are not already
occurring in the classroom. Participants may experience instructional benefits from using
ebooks for instruction and independent reading practice. Thus, there will be no loss of
instructional time.
The potential publication of the findings of this study may prove beneficial to researchers
as they seek to proactively improve this reading process. It is possible that the ebooks
read on the personal hand held devices will enhance the reader's experience and promote
positive changes in the student's reading level, reading attitudes, and reading behaviors if
in one of the treatment groups. Understanding the effectiveness of ebooks on reading
achievement, reading attitudes, and reading behaviors at the second grade level will help
researchers, educators, and administrators. Information from this study will provide
critical information when making curriculum, fund spending, and instruction decisions
benefiting students.
Compensation:
Your child will not receive any compensation of any type for participation in this study.
Confidentiality
When the results of the research are published or discussed, information regarding your
child's identity will not be included. Your child's information will be kept confidential.
Participants will be given number codes instead of names. The number code with the
participant's name will be kept in a secure computer file by the researcher. Results will
use only group designation, noting the comparison between the four groups. Following
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the completion of the study, the research will share the information with classroom
teachers, principals and the superintendent. You will also be informed of significant
behavioral, attitudinal and achievement changes for each group. The researcher will take
precautions to protect participant identity. All data collected will be kept in a locked,
secure filing cabinet located off the study site by the researcher. Data entered on
spreadsheets will be kept in a password-protected database and will not be shared with
anyone. The information will be stored by the researcher’s password-protected computer
for the duration of three years then deleted from the database.
Participation and Withdrawal
Participation is voluntary and you may withdraw your child at any time without penalty
by emailing avanaken@liberty.edu with a request to withdraw. Any choice to participate
or decline to participate will not affect your child’s current or future relations with
Liberty University, Gier Elementary School or the researcher. If you decide to allow
your child to participate, he/she is free to not answer any question or withdraw at any
time without affecting those relationships.

Questions Regarding Study
If at any time before, during or after the study you have any questions, you may contact
the researcher.
Contacts and Questions
Provided below are the names of the committee members overseeing this research:
Dr. Amanda Szapkiw, Committee Chair

aszapkiw@liberty.edu

Assistant Professor, Liberty University
Dr. Kathy Keafer, Committee Member

kkeafer@liberty.edu

Assistant Professor, Liberty University
jgriffin@thiel.edu

Dr. Jennifer Griffin, Committee Member
Assistant Professor, Thiel College

If you have any questions or concerns regarding this study, please contact the researcher
at avanaken@liberty.edu or any of the committee members at the email addresses
provided.
If you have any questions or concerns regarding this study and would like to talk to
someone other than the researcher, you are encouraged to contact the Institutional
Review Board, 1971 University Blvd, Suite 1837, Lynchburg, VA 24515 or email at
irb@liberty.edu.
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You will be given a copy of this information to keep for your records.
Parent Consent Form
Please sign and return this form to your child’s classroom teacher.
Signature of Parent of Research Subject
I have read the information provided regarding this research study. I have been given an
opportunity to have my questions answered and believe that they have been satisfactorily
answered. At this time I have full knowledge of the nature and purpose of this study and
give consent for my child to participate. I understand that I will receive a copy of this
consent form after signing (Informed Consent, n.d.).

I consent for my child to be
in the study.
_______________________________
Signature of Parent

I do not consent for my child to
be in the study.
________________________________
Date

_______________________________
Name of Child
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Appendix E
Student Assent Form
EFFECT OF E-BOOKS ON READING LEVEL, READING BEHAVIORS AND
ATTITUDE OF SECOND GRADE STUDENTS

Annette VanAken, Doctoral Candidate
Liberty University, School of Education
(To be read aloud by the research)
I am doing a study to learn if ebooks changes reading for second graders. I am
asking you to help because I do not know very much about this strategy. I would like to
know if reading ebooks is different than reading paper books. I am wondering if reading
ebooks changes your reading level, how much you read and how you feel about reading.
If you agree to be in this study, you are going to take a survey asking you how
you feel about reading. You will fill out a different reading log sheet than you do now
and you will continue to have your reading assessed using the DRA2® that your teacher
already uses. You will not earn a grade for your work, so you should be completely
honest and complete all reading assignments as your teacher instructs you. The question
sheets asking you how you feel about reading do not have right or wrong answers.
If you have questions during this study, you can ask them at any time. If you
decide at any time you do not want to be part of this study, you can ask us to stop.
During your small group reading time with your teacher you may get to use
ebooks on iPads. You may also get to choose if you want to use ebooks on iPads or
paper books to practice reading in the classroom.
If you sign this paper, it means that you have read this and that you want to be in
the study. If you don’t want to be in the study, don’t sign this paper. Being in the study is
up to you, and no one will be upset if you don’t sign this paper or if you change your
mind later.
_____YES I want to be in this study.
_____NO I do not want to be in this study.
Your signature: ________________________________________ Date _____________
Your printed name: _____________________________________ Date _____________
Witness signature: _____________________________________ Date _____________
Signature of the Researcher _______________________________Date _____________
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Appendix F
Small Group Lesson Format
Before Reading
Identified strategy/skill:
Vocabulary/Sight Word Review
Reread familiar Title or Introduction of new Title:
Title of new book introduction:
Read title
Picture walk
Prediction Question: What do you think the story is going to be
about? What evidence supports your prediction?
Teaching Point: (Word-solving, fluency, comprehension)
During Reading
Read Book
After Reading
Discussion:
Teaching Point:
Activity to support comprehension: (Story web, Character web, Non-fiction
features, Written or Oral Comprehension Activity, Vocabulary or Sight Word
Work)
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Appendix G
Small Group Lesson Guidelines
Definition: In guided reading the teacher works with a small group of students who have
similar reading behaviors and are able to read similar levels of text with support at their
instructional level.
Characteristics of Small Group Reading:


Teacher scaffolds: introduces the text, guides students on picture walks, draws
students’ attention to key vocabulary, etc.



Text presents only a few challenges for students.



Students read the entire text or a unified part of the text.



Teacher works briefly with individuals students in the group as they read the text.



Teacher may select one or two teaching points following the reading of the text;
teacher may also ask students to participate in an extension activity after reading.



Groups are flexible: children are grouped and regrouped based on ongoing
assessment and observation.



Text used in guided reading lessons will eventually be placed in students’
browsing boxes.



Teacher selects a “spotlight child,” or specific student and takes a running record
during or immediately following the guided reading lesson.

District Resources
 Leveled library


Reading A to Z

Professional Resources
 Guided Reading: Good First Teaching for All Children, Irene Fountas and Gay
Su Pinnell


Matching Books to Readers: A Leveled Book List for Guided Reading, K-3, Irene
Fountas and Gay Su Pinnell



Classrooms that Work, Richard Allington
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Appendix H
Daily Reading Log
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